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Getting there: aspects of the experiences of students prior to entry to higher 
education. 
This study set out to explore issues surrounding the extent to which growth and 
change in higher education has been accompanied by diversification of student 
characteristics and experiences prior to entry to higher education. Exploration of 
these issues developed further into a consideration of factors influencing entry to 
higher education. 
To facilitate exploration of student characteristics and experiences two research 
approaches were employed in the study: 
a questionnaire to a cohort of 252, first year students, attending three full time 
education courses in a higher education establishment (the quantitative 
element) 
eight focus groups of students drawn from school sixth forms and Access 
courses in a college of further education (the qualitative element) 
The results of the study demonstrate diversity of student characteristics and prior 
experiences. Consideration of educational experience, for example, shows that 
students enter higher education via a variety of routes such that the former 
recognition of 'traditional', 'vocational' and "Access' routes underestimates the 
diversity of student prior educational and other life experiences. 
A model of influences surrounding entry to higher education was developed from 
the literature and in testing this against the study results two interacting factors 
emerged as particularly significant. Social class, as a student characteristic, was 
found to interact with the development, via prior experiences in the home, of a 
positive perspective towards education. Results obtained from both the 
quantitative and qualitative elements of the study demonstrated the significance of 
parental knowledge of the education system and their perspective towards 
education on the educational progress of their offspring. Four categories of 
parental educational perspective were isolated: supportive and knowledgeable, 
supportive and lacking in knowledge, disinterested and negative. 
Social class and a positive educational perspective in interaction were found to 
influence the likelihood that a student would stay in the education system beyond 
school leaving and return to education in later life. A positive predisposition 
towards education was supported by high expectations of the higher education 
experience and its outcomes in encouraging applicants. 
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This study was initiated by the School of Education in the university. A perception 
of changes in the entry characteristics of the student body led to a recognition of 
the need for more detailed information than was at that time available. More 
information was desired on where students came from, what experiences they 
carried with them and what perceptions about higher education they brought with 
them. The researcher brought to the study observations of applicants to higher 
education based on experiences gained as a lecturer and manager in further 
education. 
Two elements of the researcher's work in FE were particularly relevant to the 
study. First, the researcher had responsibility for student services across a 
community college: the provision of support, information, advice, guidance and 
counselling for students and prospective students. This involved interviewing 
students on a variety of issues both at the commencement and during their courses, 
thus providing some insights into student past experience, present situations and 
future aspirations. 
Second, and more directly related to this study, the work involved a responsibility 
for processing all applications to HE from one college. This generated an 
awareness of the diversity of characteristics and different 'biographies' to be found 
among applicants. Of particular interest was an awareness of a number of different 
croutes' into FIE followed by students. In addition to the 'traditional', young, A- 
level applicant there were students following BTEC courses, students applying 
from construction and engineering departments following the completion of OND 
and ONC courses, applicants from Access courses, a small number of students 
who had been following nursery nursing courses who applied for teacher training, 
as well as 'mature' or 'adult' students who had followed A-level or BTEC courses 
on a part-time day and/or evening basis. Discussions with 'mature' students, both 
formal, and more often informal, on the various issues which brought them to 
student services, suggested that the students may have spent some time in 
obtaining qualifications for entry to higher education and used different parts of the 
education system during this process. 
A general recognition of the diversity to be found among the applicants gave rise 
to a number of further observations. First, that the student population of higher 
education institutions was changing. Second, many of the 'new' students had a 
greater range of 'life experiences' than the 'traditional student' in terms of aspects 
such as experience of work and of unemployment, and of family commitments. 
Third, observations drawn from interviews with students on various matters, data 
on the completed application forms, including the 'personal statement', and 
discussion of the forms with students, suggested that the various 'routes' followed 
by students interrelated with their characteristics and prior experiences. Fourth, 
observations, again drawn from personal experience, indicated that there were 
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factors which hindered or supported the development of the educational careers of 
students. Examples included the support of families and spouses, and finance. 
Taken together these common-sense observations presented a complex picture of 
interacting factors which were affecting applicants to higher education. 
The observations were initially fragmented, incomplete and uncoordinated. They 
were regarded as a by-product of work and concerned mainly with the differences 
between 'mature' and 'young' students. Such anecdotal evidence, and journal and 
newspaper articles, read in relation to work, suggested that there were issues 
worthy of exploration. Broadly stated, observation suggested that students 
entering higher education were using a wider variety of educational routes and had 
a greater diversity of characteristics and experiences than might have been the case 
in the past. 
Brought together, these two areas of concern, personal observation and the 
university's desire for more informed analysis, resulted in a study of student 
experience prior to entry to higher education. The study has therefore in essence 
been 'data' led; concerned with the empirical exploration of observed phenomena 
rather than generated out of a theoretical formulation. Theory has been used as a 
framework for clarifying areas of research and for facilitating interpretation and 
understanding of results. This study offered the opportunity to attempt to clarify, 
isolate, expand upon, and explore empirically some of the issues identified above. 
These issues are set out and discussed in more detail in Chapter 1. 
ii 
Chapter I 
Chapter One. The study in context, issues and the study structure. 
In this chapter the main argument of the study is presented, the study is placed in 
context, issues are stated and the study structure is outlined. The study set out to 
explore issues, as opposed to attempting to answer a question, test a hypothesis or 
solve a problem (Bassey. M. 1991.2.2). It is argued that growth and change in 
higher education, accompanied by increased diversity of student characteristics, 
has made it increasingly di1ficult to state with confidence what a typical student in 
higher education 'is like, where they came from and what factors influenced their 
application. This diversity is explored in the study. The results suggest 
considerable diversity among students in characteristics, prior experiences and 
routes of entry to higher education. Underlying this diversity, however, are two 
inter-related similarities- social class background and a positive 'perspective' 
towards education which, in interaction, not only encourage students to stay in 
education after school leaving but to return to education in dealing with change 
and in meeting perceived needs in later life. 
At the extremes, two views of entry to higher education might be adopted. Entry is 
voluntary and competitive and might therefore be seen as the outcome of 
individual agency, individual effort and decision-making. Alternatively higher 
education stands at the apex of the education system and entry might be seen as 
the product of social selection. The former places the emphasis on human agency 
and the latter on social structure. Neither view interacts sufficiently with the effects 
of social contexts, often small scale, for example, at home and in school, within 
which the prospective student interacts with others before entering higher 
education and which might enhance or constrain application. "Transcendental 
realism" (Bhaskar 1979) offers a theoretical framework which takes account of 
agency and structure and also small scale social interaction, all three of which, it is 
argued, are involved in the process of entry in to higher education. 
Context, characteristics and prior experiences. 
Evidence provided in Chapter 2 sets the study in the context of a generalised 
pattern of accelerating growth, change and diversity in higher education 
particularly since the 1970s. Though varying in extent dependent upon institution, 
course and former 'sector' of the system, the overall pattern also indicates 
increasing diversity in student characteristics such as an increase in the number of 
women, of 'mature' students, and increased representation of ethnic minorities. 
Little change in the representation of social class is indicated. 
Change in characteristics implies change in prior experience since these interact. 
Being female, for example, or belonging to social class V, or being Asian, or 
belonging to a particular age group represent both statistical categories and group 
and individual experiences. In the past it was reasonable to make assumptions 
concerning the prior experiences of the 'typical' student in higher education. For 
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example, in the immediate 'post Robbins era' the typical student was white, most 
likely to be male, middle class and entering university directly from school, post A- 
levels, to study a full-time course, away from home (McNay 1994 p. 169) This, the 
'traditional' student, though increasingly more likely to be female, has, over time, 
become one category among a diversity, and the prior experiences of students 
might be expected to have diversified accordingly. 
The study structure. 
The study structure is presented in Figure 1.1 (p. 3) overleaf. The elements of the 
structure are discussed in greater detail in Chapters 2,3 and 4. The following 
offers an overview. Figure 1.1 illustrates that the study drew out three issues, took 
a theoretical stance based on an understanding of 'realism' (Bhaskar 1979 and 
Miles and Huberman 1994) and employed both qualitative and quantitative 
methodologies. The literature search and the findings from both empirical methods 
provide ongoing triangulation in the presentation of the results and analysis. 
Accepting the size and complexity of the relationship between prior experiences, 
student characteristics and university entrance the study was devised around three 
issues drawn from the literature search (Chapter 2), the observations of the 
researcher and discussion with university staff (see Preface). These issues are: 
1. the diversity of student characteristics; 
2. relevant aspects of experience prior to entry to higher education, including the 
education routes followed to gain entry; and 
3. student expectations of higher education. 
The means of exploring these issues, the empirical. element of the study, employed 
both qualitative and quantitative methodologies based on the argument that 
exploration of characteristics and exploration of experiences require different kinds 
of questions. Characteristics may be studied by asking questions such as 'what' 
and 'how many', the answers to which can be expressed in numerical terms, while 
the study of experiences (and reflections on experiences) demands a qualitative 
approach. The empirical element of the study therefore comprised the collection 
and analysis of data from: 
a cohort of 252, first year, students attending three full-time education courses 
in a higher education institution using a questionnaire (the qualitative element); 
and 
eight groups of students, 4 drawn from school sixth forms and 4 from Access 
courses in a college of further education, using a focus group approach (the 
qualitative element). 
Points of triangulation were developed in the form of 'shared areas' drawn from 
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Chapter I 
literature search. Triangulation is developed as an ongoing element in the 
presentation of the results and in discussion and analysis. 
Education routes and factors surrounding entry to higher education. 
Requirements for entry to higher education are expressed predominantly, though 
not exclusively, in the form of 'paper' qualifications recognised by the institutions 
and their constituent courses. Qualifications represent the outcomes of learning 
experiences obtained not only in schools but also, via various modes of attendance, 
in further education and via distance learning. GCSE and A-levels, for example, 
together with a diversity of vocational qualifications, are available via all of these 
alternatives. Access courses have been added more recently. 
Qualifications are valid in their own right, for example, for access to employment, 
and may also facilitate progress through the 'levels' of the education system and 
ultimately into higher education. Accepted theory suggests three routes leading to 
the point of entry to higher education, 'traditional', 'vocational' and 'Access' but 
the experiences of the researcher, discussion with university staff and the literature 
search indicated a more complex situation which is supported in the study findings. 
Analysis of the questionnaire results shows that students in the questionnaire 
sample entered university via 8 routes and I variation on a route (Group J being a 
variation on direct entry) as represented in Table 1.1 below. 
-Table I. I. Education routes. 
Route A Students who entered university directly after leaving school 
Route B Students who left school, went to FE and then directly to university 
Route C Students who transferred into FE from the 6th form (with or without 
completing their course) then went directly to university 
Route D Students who entered university via an Access course 
Route E Students who gained university entrance qualifications through involvement 
in a range of different types of educational provision other than Access 
courses: evening, part-time day, OU, other distance learning etc... 
Route F Students who entered university via a vocational route i. e. those who gained 
vocational qualifications which were acceptable for university entrance as 
part of their training for a form of employment 
Route G Students who had been in the higher education system prior to their current 
course. For example, those who had a degree or degree equivalent 
qualification or who may have commenced a course which they did not 
complete 
Route H Students who obtained the qualifications necessary for university entrance 
during their school career(or equivalent FE programme), left the education 
system and entered university at a later date. In the meantime they had no 
contact with the education system 
Route J Students in the under 20 age group who, in effect, followed Route A but 
were involved in other activities before starting their university career 
This pattern of routes was obtained by 'tracing' individual responses through the 
questionnaire items and collating them together. Each group therefore represents a
collation of individual 'educational biographies'. It is argued that the selection 
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made by a specified student of an education programme (not always necessarily 
leading to a qualification), including institution and mode of attendance, is 
influenced by the availability, or perceived availability, of their selection in 
interaction with other facets of the students life, their perceived needs at a 
particular point in time, their knowledge of the alternatives available to them and 
the support they receive from significant others in their lives. An individual 
'educational biography', as demonstrated in the findings, develops over-time as the 
life circumstances and perceived needs of the student change and are responded to 
in educational terms. 
A visual representation of the influences operating upon the individual in the 
development of an educational biography is presented in the model (Figure 1.2 
p. 7). The model is comprised (after Bhaskar 1979) of three elements: 
" the individual student; 
" small scale interaction in a variety of settings, first, those surrounding the 
individual, (for example, home and school), and second, those influencing, or 
attempting to influence decision making in structures (interest and pressure 
groups); and 
" social structures in the form of the higher education system and its institutions 
interacting with national policies. 
The right hand side of the model outlines some of the structural factors influencing 
entry to higher education. These are not the primary concern of the study but 
provide its context. The probability of entry for a potential student will be affected 
by the number of places on offer and the resources provided in the system as a 
whole, usually decided at national level. Decision-making at this level may be 
influenced by interest and pressure groups, for example, by those attempting to 
develop increased opportunities for adults. National policies are then interpreted 
by individual institutions in terms of the study programmes offered and in their 
admissions procedures which again influence the number of places on offer and 
entry requirements. 
The left hand side of the model is concerned with the individual student, her/his 
characteristics and experiences and the interaction between these. Characteristics 
include 'structural variables' (Layder et al 1991 p. 449) over which the individual 
has little, if any, control: age, gender and ethnic origin, to which may be added 
parental social class. 
Three areas of prior experiences were isolated from the literature search for further 
exploration in the empirical element of the study: 
" educational experiences, including forms of education, for example, school, 
FE, and distance learning, and social interaction within these; 




other life experiences, for example, employment, unemployment and the 
influence of family responsibilities. 
The interaction between these aspects of prior experience and student 
characteristics leads to the formulation of the educational biographies represented 
in the routes. For example, 'adult' students are shown to have followed a number 
of varied alternatives in response to, for example, their employment needs 
(including unemployment), perceived need for 'personal development' and the 
demands of adult life. These needs will have affected not only the type of course 
followed but also institution and mode of attendance. A decision to enter higher 
education is also influenced by what students hope to gain as a result. 
It is argued that the routes constitute an educational representation of educational 
'plans' formulated by the students, consciously or unconsciously, in response to 
life changes, either externally imposed or arising out of perceived need. In effect 
the operation of human agency constrained and/or enabled by structural factors 
and operation in small scale interaction. 
The following three chapters (Chapters 2,3 and 4) present the literature search, an 
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Chapter 2. The development of key aspects of diversity. 
This chapter places this study in the context of higher education. An exhaustive 
analysis of policy formulation, of structural and economic change, and the 
extensive debates which continue to surround these, is not attempted here. These 
aspects are not the focus of the study and are dealt with only as contextual factors. 
These aspects are dealt with only as contextual factors relevant to the study. The 
chapter opens with a brief historical account of the growth in student numbers in 
higher education and then reviews student characteristics in sections. Interaction 
between these is indicated in the text and discussed in the summary to this chapter. 
Finally the significance of diversity is considered together with some attitudes 
towards higher education which may influence prospective applicants. 
Some student characteristics are 'structural variables' in the sense that the 
individuals involved have no opportunity of exercising control over them (Layder 
et al 1991 p. 449). These structural variables include age, social class of parents, 
gender and race. Data are gathered by quantitative means and a large amount of 
information is available. Evidence of student experience, particularly drawn from 
qualitative studies, is generally less readily available. The literature recognises the 
centrality of students to the higher education project and discusses them and their 
needs but tends to talk about them rather than to them. (Haselgrove 1994 p. 4) It 
might be argued that there has been an imbalance in formulating education policy 
between the views of consumers, students, and the interests of academics, industry 
and government agencies (Roberts and Mggens 1992 p. 3). 
Jarman and Blackburn (1993 p. 197) review growth in the numbers of students and 
variation in student characteristics in higher education between 1938 and 1990. In 
193 8 less than 2% of the relevant age group (18 year olds) was admitted to higher 
education; women less than 0.5%. Following World War 11 numbers entering 
university increased but demand from returning service men reached its peak in 
1948 and there was a small decline over the next 5 years. By 1948 3.7% of 18 year 
olds were attending university. 
During this period, following WW 11, access was structured on gender and class 
fines: men outnumbered women by 3: 1 (Jarman and Blackburn ibid p. 198) while 
between 1928 and 1947 estimates uggest that 8.9% of all boys from non-manual 
backgrounds attended university compared With 1.4% of all boys from manual 
working backgrounds. Student prior experience at this time can be largely 
assumed. The majority of the students were white males from middle class 
backgrounds, entering university directly from school. This pattern continued up 
to 1954. Jarman and Blackburn (ibid 1993 p. 197) find that: 
Chapter 2 
"Although there was an increase in the ratio of places per person, it 
appears that none of the gains went to the working class, and the 
differences between top and bottom widened. " (ibid 1993 p. 198) 
"Those entering full-time university education may have constituted an 
academic elite but could hardly be regarded as representing the peak of 
ability in view of the strong social influences on the pattern of access. " 
(ibid p. 198) 
From 1953 there was continuous growth in numbers among both men and women. 
This was supported by the Barlow Report 1946 and the Crowther Report 
1959(Allen 1988 p. 47). Expansion was stimulated from three sources: increased 
student demand, the need to improve industrial and technological training and the 
recognition that talent was being wasted. The awarding of generous grants to ex- 
service personnel was later developed by The Anderson Committee (1960) which 
introduced mandatory grants (and provided full fees) for everyone offered a place 
on a full-time course (BeH and Tight 1993 p. 16). This reduced the effects of 
'ability to pay' as an obstacle to university entrance. 
The recommendations of the Robbins Report (1963) were more far-reaching in 
propounding the principle that a university education should be available to all of 
those with the ability and qualifications to benefit from a course. Expansion was 
achieved during the 1960s via the creation of new universities, conversion of 
existing colleges to universities (to 'Oxbridge' and 'traditional', 'Red Brick' were 
added the 'new' universities) and the expansion of intakes throughout the system. 
University entrants rose fromA0,875 in 1963 to 61,201(a rise of 50%) 5 years 
later. (Blackbum and Jarman 1993 ibid p. 199) 
Growth in university entrance was already in progress before Robbins, but major 
growth in higher education provision outside the universities began following the 
Robbins Report. The Government White Paper (DES 1966) stated that: 
"The Goverment believes that the best results will be achieved by 
developing higher education on polytechnic lines wherever practicable. " 
The 'binary system' came into operation. Between 1950 and 1980 thirty 
polytechnics were established (Scott 1989 p. 12). Circumstances favoured the 
polytechnics. Significant interest groups supported, or did not oppose, the 
development (apart from teacher education)and their designation met the wish of 
the DES for the creation of a "coherent and cheaper sectoe' of higher education 
(Bone 1992 p. 40). The work of the polytechnics was to be comprehensive in range 
and character, encompassing sub-degree and part-time provision alongside full- 
time and sandwich courses and there was a remit to develop closer and direct links 
with industry business and the professions (Bone 1992 ibid p. 42) 
9 
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Major change began to occur during the 1970s. It became evident that a 
stabilisation in the participation rate among the 'traditional' student group was to 
be anticipated (Woodley et al 1977) and that if it continued the result would be a 
sharp fall in numbers in that age group from the mid 1980s onwards. (This 
situation was discussed in two DES documents, DES 1978,1979 and updated in a 
Report DES 1984). 
A second factor which began to emerge during the 1970s was a change in the 
climate in which the universities had operated. University expansion had followed 
the Second World War when the universities were in a strong autonomous 
position. The power of the university dons, already linked to the elite of the nation, 
was enhanced by scientific and social research. Developing out of autonomous 
institutions subsidised by the state, scholars and scientists "achieved unprecedented 
command over the academic agenda7. The agenda rested on a firm liberal 
consensus, political and academic (Scott 1989 ibid p. 9). During the 1970s this 
consensus began to break down. This resulted partly from economic factors, partly 
from the negative publicity which accrued to the universities during the 'student 
unrest' of the 1960s, but more significantly because higher education was 
perceived to have failed to deliver solutions to many social ills and needs as 
portrayed in the 1960s. (Allen 1988 p. 470) 
The Government White Paper 1972 (Education: a Framework for Expansion) 
proposed a ten year expansion of higher education, though with a reduced unit of 
resource (Bone 1992 ibid p. 40). The expansion which was to be concentrated on 
non-university development, led to the closure of many colleges of education and 
the redesignation of many more. This followed the James Report (DES 1972) 
which concluded that teachers should be four year trained graduates. The 
polytechnics meanwhile, had explored, and continued to explore, 'new markets', 
and in recent years have been able to achieve growth without commensurate 
increase in resourcing while maintaining their initial remit to avoid becoming 
"quasi-universitiee'. (Bone 1992 ibid p. 41) Under the terms of the Education 
Reform Act polytechnics became self-governing institutions with the financial 
status of higher education corporations. They later received the right to designate 
themselves universities which they became from 1993 onwards. The students in the 
quantitative element of this study entered the institution as members of its first 
student body as a university. 
In 1981 (Allen 1988 ibid p. 47) Government announced that it intended to 
substantially reduce spending on universities. Between 1981 and 1987 a number of 
reports were produced (for example, The Leverhulme Inquiry 1983, Government 
Green Paper 1985, The Jarrett Report 1985, Government White Paper 1987, 
Education Reform Act 1987) which examined higher education and produced a 
number of 'themes' for change. These themes included wider access on the 
grounds of increased social justice and economic efficiency, more professional 
management to improve efficiency including the introduction of strategic plans and 
10 
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mission statements, greater accountability and centralised policy making with a 
clear understanding of aims, both for teaching and research. 
The Government White Paper of April 1987 and the Education Reform Bill of 
November of the same year were significantly far reaching (Allen 1988 ibid p. 42 ). 
The Reform Bill required a higher education system with increased accountability, 
which served the needs of the economy more closely, which had closer links with 
industry and commerce and which would promote enterprise. The government 
intended to fund research more effectively and to secure better teaching through 
staff development and appraisal. 
Performance indicators were to be applied and the Universities Funding Council 
was to be established to fund universities through contracts. Contracts were 
intended to define what was required of universities and to establish closer links 
between future funding and past performance. The Government intended to 
determine the direction in which it wanted higher education to develop and that 
policy would be imposed through funding (Allen 1988 ibid p. 48). The shift of 
power from the universities towards central control was seen by some as 
"shocking" and an unacceptable level of state control but others questioned why it 
had taken government so long to dictate how its money was to be spent (Allen 
p. 49 ). Expansion continued. By 1989 there had been a rise in full-time numbers to 
102,695 (150% over 20 years) (Blackburn and Jarman 1993 ibid p. 199) 
The possible effects of these relatively rapid and far reaching changes have been 
and, continue to be, the subject of considerable debate. Involvement in, or further 
consideration, of this debate falls outside the needs of this study but some 
summary is necessary to place the study in the context of the debate. This is 
provided by Barnett (1992 p. 85). In discussing quality in higher education he 
argues that the changes which have occurred and the debate surrounding them 
have led to a number of shifts in emphasis: 
a shift from a system which catered for the needs of the traditional student 
enjoyed by a few to one in which a larger proportion of the population 
participates and to which an even larger proportion now feels it has claims; 
"a shift from a system which has essentially been a part of the cultural apparatus 
of society to one which is more a part of the economic apparatus, so relegating 
the finishing school element as it has become a force of production in its own 
right; 
"a shift from higher education being a personal and positional good to having a 
general social value; 
"a shift from higher education being valued for its intrinsic properties to its 
being an instrumental good, especially for economic survival amidst expanding 
world markets; 
"a shift from a culture as characterised by the formation of personal life world 
projects by the formation of public and strategic policies. 
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Growth in student numbers has been a significant, interactive factor in change and 
this has been accompanied by diversification in student characteristics. Evidence 
suggests that the dominance of the 'traditional student', as characterised during the 
initial stages of growth following World War 11, is now challenged though not 
uniformly across the higher education system. 
The chapter reviews student characteristics in sections; gender, race, social class 
and age. It is recognised that these divisions are arbitrary and that there will be 
interaction between characteristics. For purposes of presentation it was necessary 
however to adopt some form of classification. Interaction between sections is 
indicated in the text and discussed in the summary. 
Disability was included as a student characteristic in the quantitative element but is 
not reviewed. Two students in the sample stated that they had a disability but 
neither was registered disabled. The need for study of this area was recognised, the 
university includes students with disabilities in its policy on equal opportunities and 
makes specialist provision, for example, for the hearing impaired. For the purposes 
of this study the sample precluded involvement in issues surrounding disability. 
Social Class. 
Social Class has always been, and continues to be a contested concept both 
theoretical and in empirical application: 
"The problem of the classification of social class has long been a thorny 
one in sociological research. This is particularly so where there is any 
attempt to make empirical research reflect theoretical debate. " (Drudy 
1991 p. 21) 
"Since class is simultaneously one of the most important and widely used 
and abused concepts in sociology, in addition to being one of the most 
controversial, it is imperative to be clear from the outset not only what one 
means by the term, but also how one intends to measure it". Edgell (1993. 
p. 38) 
The latter quotation is a clear statement of requirement but is much easier to state 
than to achieve. A solution might be attempted by becoming embroiled in the 
theoretical debate on social class. The position taken here was however not to 
carry out an exhaustive analysis of sociological theories but to produce a working 
definition which can be operationalised for application to the study cohort and 
offer a means of relating the findings to existing data on social class and university 
entrance. Goldthorpe and Marshall (1992) offer an approach which, rather than 
entailing a commitment to a specified theoretical stance, emphasises a research 
programme. Such a programme takes as its central concern: 
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--ffie study of relationships among class structures, class mobility, class- 
based inequalities, and class-based action" 
(Goldthorpe and Marshall 1992 p. 3 82). 
This type of programme offers a means of examining the relationship between 
...... historically formed macrosocial structures, on the one hand, and, on 
the other, the everyday experience of individuals within their particular 
social milieu, together with patterns of action which follow from this 
experience. " (Goldthorpe and Marshall 1992 ibid p. 382) 
Recognising the validity of this approach, it is nonetheless necessary to offer a 
working definition of social class. The definition proposed by Giddens is adopted: 
'Ve can define a class as a large scale grouping of people who share 
common economic resources, which strongly influence the type of life 
style they are able to lead. Ownership of wealth, together with occupation, 
are the chief bases of class differences. "
(Giddens 1990 p. 48 1) 
This approach states the fundamental economic basis of social class those of 
relationships to property and the ability to command income, wealth and other 
resources (Drudy 1991 ibid p. 26) The definition recognises the significance of 
occupations and relates economic differences to wider social differences. The 
definition does not make explicit reference to class inequality nor to a hierarchical 
organisation of class difference. Evidence set out later will demonstrate that 
inequality exists in access to higher education. Giddens' approach as stated here 
offers a means of furthering the aims of the study and of placing the findings in 
context. 
Higher education is voluntary and entrance is competitive. Places remain limited, 
this despite expansion, and access is dependent upon the ability of the individual to 
demonstrate the required standard of educational attainment. Evidence suggests a 
rising level of educational qualification among school leavers. The proportion of 
respondents to the General Household Survey (1991) with no qualifications fell 
from 59% in 1975 to 37% in 1991(p. 200). During the same period the proportion 
with a degree doubled from 4% to 8%. The percentage gaining higher education 
qualifications below degree level increased from 6% to 10% . Between 1975 and 1991 the proportion reaching A-level standard rose steadily from 4% to 9% and 
the percentage attaining GCSE grades A-C (or equivalent qualifications) rose from 
13% to 22%. (p. 200). Sixty four per cent of 60-69 year- olds were unqualified, 
compared with 17% of 20-29 year-olds(p. 199). There is also an increase in the 
continuation of education beyond school leaving age. But the findings also show: 
"Ibroughout the period (1975 - 1991), however, men and vvomcn whose 
fathers belonged to non-manual socio-economic groups have consistently 
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formed a higher proportion of those gaining higher qualifications than 
would be expected from their representation in the sample, while those 
from a manual background were over-represented among the 
unqualified. "(General Household Survey p. 201) 
That is, social class is still a significant factor in gaining higher qualifications. 
Looking at the data at a more individual level, the son of a professional man is 
more likely to go to university than one from the same background some 30 years 
ago (33% in 1991,29% in 193 1) while only 4% of the sons of unskilled labourers 
will achieve university entrance. (Murray The Times 29. April 1993. Data drawn 
from 'General Household Survey 1991). The latter figure shows some 
improvement over time but hardly indicates the lapping of working class talent on 
any large scale. In 1990 children of fathers from non-manual socio-economic 
groups were more likely than those from manual backgrounds to have both 
undertaken further or higher education and to have gained educational 
qualifications (General Household Survey 1991 p. 200). Though levels of 
attainment are improving, some socio-economic groups are gaining greater benefit 
than others. Entrance to higher education therefore represents a continuation of 
inequality in attainment throughout the education system. There is little indication 
of 'class abatement'. (Goldthorpe and Marshall ibid 1992 p. 390) 
Egerton and Halsey (1993 p 130) looked for trends in access to tertiary education 
using a sample of approximately 25,000 drawn from the General Household 
Surveys for 1985,1986 and 1987. Three age cohorts were taken who would have 
passed through tertiary education during the years mid 1950s to mid 1960s, mid 
1960s to mid 1970s and mid 1970s to mid 1980s. Entry to universities, 
polytechnics and colleges were compared for each of the cohorts. Social class was 
based on the occupation of the fathers' of students. These were recorded on a 19 
point social and economic group scale derived from the OPCS classification of 
occupations and then recoded on to a three point scale derived from the 
Goldthorpe class schema. 
Subsequent analysis of the data drawn from the General Household Surveys of 
1985,1986, and 1987 showed that: 
"Me overall picture for social class is of unchanging service class 
advantage. The children of managerial or professional families are more 
likely to gain access to university, more likely to have obtained the most 
prestigious qualification, a degree, at university and more likely to have 
qualified earlier in life than people from an intermediate or manual class 
background. "
(Egerton and Halsey 1993 ibid p. 189) 
No statistically significant trends were found over birth cohorts and the 
differentiation between classes was found to be 'relatively stable'. Entry to higher 
education had increased for each class to each institution over successive cohorts 
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but the service class had maintained its relative advantage in entry to both 
universities and polytechnics. Some variations between sectors were found. 
(Egerton and Halsey 1993 ibid p. 187) Students from a service-class background 
were more likely to have taken a degree course in a university than those from 
intermediate or working-class backgrounds. The latter were more likely to have 
taken them in polytechnics or colleges. 
The results were found to support the thesis that the more advantaged groups tend 
to dominate the more prestigious institutions. Proportions of students from 
intermediate or working-class backgrounds were much higher among mature 
students than those who were educated in the decade after leaving school (Egerton 
and Halsey 1993 ibid p. 189). The proportion of mature students was higher in 
colleges and polytechnics than in universities. 
in further support of this Blackburn and Jarman (1993 ibid p. 203) find that: 
"Class inequalities in education have remained fairly constant. 11cre was 
a decline in the post Robbins era but over the whole period since the 
Second World War there has, if anything, been an increase. "
The ESRC funded Social Change and Economic Life Initiative (SCELI) took a 
sample of 6000 people between the ages of 20 and 59 in six urban labour markets 
in Great Britain in 1986. Over the period 1950 to 1980 there was some variation in 
differential access between social class groups in accordance with social policy and 
competition for places. The combination of an increasing number of places and 
universal grants led to a reduction of inequality following Robbins but there was a 
rise in inequality in the 1980s cohort as the number of places failed to keep pace 
with rising demand. The findings of Blackburn and Jarman suggest that social 
policy might limit the growth of inequality but the combination of both universal 
grants and increased availability of places need to be applied if differentials are to 
be reduced. When one or the other is applied the differences widen (Blackburn and 
Jarman 1993 ibid p. 205). 
Goldthorpe and Marshall (1992 ibid p. 389) quote evidence which leads them to 
suggest that: 
"Thus, even if it could be established that social selection has become 
more meritocratic, there is little indication of this having had any cffect in 
producing more equal class mobility chances. " 
The findings presented thus far may be criticised on the grounds of the way in 
which class has been operationalised (Edgell. 1993 ibid p. 38). The "traditional 
analytic class frameworle', the process via which social class has been 
operationalised in contemporary British society, has defined social class in terms of 
occupations, concentrated on people who were economically active on a full-time 
15 
Chapter 2 
basis, assumed the family to be the basic unit of class analysis and assumed class 
location to be determined by male "head" of household. (Edgell 1993 ibid p. 38). 
This approach however is open to criticism on a number of counts. For example, 
by focusing on economically active males the approach excludes 'nearly two thirds 
of the population'; women, the retired, students, the unemployed and under- 
employed. In addition these groups are not mutually exclusive. The majority of 
part-time workers are women, students are often involved in part-time work and 
unemployed people also work. It is further suggested that to exclude women from 
class analysis on a priori grounds is sexist and unsociological (Edgell 1993 ibid 
p. 38). 
Criticism of the use of occupations is supported by Blackburn and Jarman(1993 
ibid p. 202) who query whether treating class as a fixed set of occupations is 
theoretically meaningful. In terms of university access the number of 18 year olds 
has fluctuated, the number of university entrants has increased, with some 
variations over time, and there have been changes in the occupational structure. 
The latter is supported by the General Household Survey(p. 200) which shows that 
there has been an increase in the professional, managerial and intermediate groups. 
The basic problem in analysing change is to find that "everything is changing" 
(Blackburn and Jarman 1993 ibid p. 203). Alternatively Drudy argues: 
"The most basic course in research methods will tell us that one simply 
cannot approach people in the normal survey situation and ask them to 
give a detailed account of how much they earn or own and hope to get any 
kind of a truthful answer. Therefore the researcher is constantly thrown 
back to occupation as the main indicator of social class position. " (Drudy 
1993 ibid p. 26). 
The alternative from a 'purist' qualitative researcher might be to argue that this 
type of positivist, numerical data is of little value. More realistically it perhaps 
draws attention to the relative merits and need for dynamic approaches. If we 
accept that numerical data is of value in this context and that there is a need to 
relate study findings to existing evidence it seems that occupational titles must play 
a significant part in gathering data on social class. 
The most widely used forms of classification of social class are those applied in the 
production of official statistics namely, The Classification of Occupations 1980 
and the social class categorisation applied in the census. Though doubts have been 
expressed concerning the comparability between the two schema no major 
differences have been found in terms of their empirical relationships with health, 
education and social variables (Drudy 1993 ibid p. 23). The underlying assumptions 
of the 'Classification of Occupations 1980' are largely compatible with a 
functionalist approach: that social inequality exists, that there is a single continuous 
scale of social position which can be seen as a number of ordered scales forming a 
hierarchy, and that occupational titles are the best single empirical indicator of 
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social position (Drudy 1993 ibid p. 23). The scales currently available in official 
statistics therefore represent a particular view of the social world. The use of 
alternative approaches, however, makes comparison with official data difficult. 
(Drudy 1993 ibid p. 35). 
The purposes of this study can only be served by comparison with available official 
statistics and therefore the Classification of Occupations 1980 was used. It offered 
the most appropriate means for comparing data with other findings and the most 
direct method by which a single researcher might code data. The shortcomings of 
occupational titles however, is recognised. 
"Occupations wEle still remaining probably the most reliable indicator of 
social class is, at best, an incomplete one, albeit one used in most 
empirical enquiries. " (Drudy 1993 ibid p. 34) 
in this study the occupations of both parents were requested together with the 
occupation of students where appropriate. Evidence on part-time work was not 
gathered since this would have led to confusion in the results and added to an 
already lengthy, and relatively complex questionnaire. Some information on 
student experience of part-time employment was gathered in relation to obtaining 
finance during their course, though this was not used in the analysis of class. 
Student occupations were also included to take into account the increased number 
of adults entering higher education. Adults entering higher education might be 
expected to have occupational titles of their own. In her study of Access students 
Wakeford (1993 p. 225) found that the class profile of the sample more closely 
resembled the non-graduate than the graduate population (based on the British 
Election Survey 1992). The majority of the sample came from non-manual groups 
(Classes 1,11 and III in the scheme applied) particularly routine, non-manual (Class 
111) workers and included over half of all female students. The Access courses 
surveyed also contained a 'substantial proportion' of people whose occupations 
had been in manual work, particularly male students. The general BES results 
support the findings of studies cited earlier; that university graduates are drawn 
from Classes I, II and to a lesser extent III. The sample in the Wakeford survey 
was relatively small (391) but indicates the possibility of changing social class in 
the composition of adult entrants to higher education. 
The findings overall, taking account of variations in methodology, indicate little to 
suggest increasing variation over time in the social class characteristics of student 
in higher education. There is little or no indication of a major change in Ws 




During the 1980s government, industry and educational institutions all made clear 
their support for increased access of non-conventional students to higher education 
(Wakeford 1993 p. 217). A number of factors contributed to this development one 
of which was a change in views of the concept of adulthood and adult learning and 
adult education. The term adult is an uncertain one, for example: 
"Adulthood is an ideal state. None of us will have reached it in full. The 
extent in which others are involved in our decision-maldng will vary from 
culture to culture. " 
(Rogers 1993 p. 22) 
"There is no single point, in modem industrialised society at which a person 
suddenly and unambiguously becomes an adult. " 
(Squires 1987 p. 87) 
In legal terms, in the M an individual becomes an adult at the age of 18 though 
there remains some debate about the adulthood of a particular individual at this age. 
Many university students, for example, continue to be largely dependent upon their 
parents, in financial terms at least, until the end of their first degree course and 
perhaps beyond. In terms of higher education an adult or mature student is one aged 
over 21, though some studies of adult students have operated on the age of 25 (e. g. 
Slotnick et al. 1993). In general adulthood is associated with a stage of development 
which is characterised by independence, freedom of action and the assumption of 
those roles which, in a given society, are associated with adult responsibilities. 
In the past adult life has been perceived as a long period of stability during which 
skills, attitudes and values were applied to the process of living, working, leisure 
and family life. Education during childhood and young adulthood was seen to equip 
adults for the rest of their fives (Tennant 198 8 p. 118) while there was a 'lingering 
myth' that the capacity of adults to learn declined with the passage of time (Slotnick 
1993 et al ibid p. 9). In the UK, the term 'Adult Education' carried particular 
connotations; was associated with courses of a non-vocational, liberal, or 
recreational nature which did not lead to paper qualifications (Squires 1987 ibid 
p. 88). 
More recently adulthood has come to be viewed as a continuing, developmental, 
learning process and a number of approaches have sought the 'stages' through 
which adult life passes: "life-span developmental changes, the life cycle or the 
4phases' of adult life' (Tennant 1988 p 118). Levinson et al (1978 in Woodley et al 
p. 5) carried out an in depth study of 40 men aged between 35 an 45 in a number of 
occupations. They isolated a number of 'seasons' ('seasons rather than stages 
because fife changes do not necessarily go from 'worse' to 'better'). Findings are 
summarised in Table 2.1 (over leaf). Movement from one 'season to the next was 
seen as the product of both external and internal events (external: success or failure 
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in a job, marriage, divorce) (internal: satisfaction, dissatisfaction with the life 
structure created)(Woodley 1987 et al p. 5) 
Table 2.1 The 'seasons of life". Levinson et al. 
Season age Majortasks 
Early adult transition 17-22 Move out of the pre-adult world and make preliminary 
steps into the adult world. 
Explore possibilities and make preliminary choices. 
Entering the adult world 22-28 Create a first major life structure, usually marriage 
and own home. Create a stable life structure but also 
explore options. 
Age 30 transition 28-33 Work on imperfections of first life structure. 
Reconsider choices of early 20s and make necessary 
changes. 
Settling down 33-40 Create major new life structure, more stable than first. 
Usually involves new heavy commitment to 
occupational success. Importance of 'mentor' who 
can support and advise in the job. 
Mid-life transition 40-45 Bridge from early to middle adulthood. Must re- 
examine settling down structure and modify it. 'What 
have I done with my life? " 
Entering middle adulthood 45-50 Create new life structure. Focus is on new 
occupational tasks, including acting as mentor for 
younger colleagues. 
(From Levinson in Woodley et al 1987 p. 5) 
Alternatively Gould (Table 2.2) ( Woodley et al 1978 p. 6) formulated a series of 
hierarchical stages going from 'worse' to 'better', as the old childish structure is 
dismantled and replaced with a stronger one. During the conscious process of 
growing up the individual enhances self understanding through the processes of 
crisis and change which are characteristic of human understanding. 
Table 2.2 Gould. 
Stage Age Major changes 
Leaving our parents world 16-22 Leaving the protective 'blanket' of our family and giving 
up idea that parents will rescue us if necessary. 
'I'm nobody's baby now 22-28 Developing independence, competent, identity; coming 
to terms with idea that things will not necessarily work 
out perfectly just because we follow our parents rules. 
opening up what's inside 28-34 Turning inward to discover additional facets of ourselves 
besides competence and independence, e. g. 
tenderness, compassion, fears etc... 
Mid life decade 35-45 Accepting our own mortality, realising we have to get on 
with anything still left to do. Achieving sense of freedom 
and responsibility for oneself. 
From Woodley et al 1987 p-6 
Stage theories reveal that adult life is not a long period of stability but is subject to 
growth and change in much the same way as childhood and adolescence. If 
adulthood is a process of change and development then almost by definition, adults 
learn throughout life: the concept of 'front-end' education which equips people for 
the rest of their lives is replaced by continuing education in response to, and in 
support of, growth and change. Educational provision for adults however need not 
imply 'more of the same' approaches used in the education of children. If adults are 
different from children and younger people then it is reasonable to argue that they 
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may learn in a different way and via a different approach; androgeny as opposed to 
pedagogy. Further, there may be a need to develop structures and delivery methods 
more appropriate for adult needs. A theory of adulthood can be linked to a theory of 
adult education. 
This viewpoint is characterised in the approach adopted by Slotnick et al (1993 p. 5) 
"Our view of the adult learner was influenced by our adopting a humanistic 
perspective toward teaching and learning: We believe there is a natural 
tendency for people to learn and that learning will flourish if a nourishing 
encouraging environment is provided. We also believe that, although there 
is great diversity in the nature and lives of adults, there are predictable 
patterns (developmental stages, for example) experienced by most adults. " 
Slotnick et al (ibid 1993 pp 6-7)also subscribe to the claim that adults learn in a 
different way from children and young people, an argument manifested in the 
pedagogy/androgeny debate. The debate centres around the suggestion that children 
are largely passive and dependent upon others as learners, that the stress is largely 
upon learning outcomes and that motivation results from external pressures from 
parents, teachers and the need to obtain 'grades'. Adult students bring 'life 
experiences' to learning, are internally motivated by a perceived 'need' to know, 
choose when to learn, are more active in making decisions about their own learning 
and are more process orientated. Young learners are in a transition stage between 
the two. 
Stage theory combined with androgeny validate adult education, provide it with a 
unique identity, premised on the atypical identity of the student, and offer a structure 
and content. But the reality is less 'tidy' than the theory might suggest. Stage 
theories often fail to take account of structural social change such as unemployment 
and changes in gender role (Woodley et al 1987 ibid p. 9). Fiske's (1980) 
longitudinal study of several hundred adults (Woodley et at 1987 ibid 
p. 9) found many rapid fluctuations depending upon the individual's relationships, 
work demands and other life stresses. In addition many studies have concentrated on 
men and the life 'cycles' produced clearly do not apply to women. Recognition of 
adult development and continued learning need not necessarily imply that the adult 
life cycle progresses in a series of immutable stages, or that adult life roles are 
inevitable. Stage theory offers little recognition that adult roles may be oppressive or 
that alternatives are available (Tennant 198 8 p. 12 1). Apart from a recognition of the 
ability of adults to bring a wider range of experiences to learning the claims for 
androgeny seem doubtful. The dominance of passivity, extrinsic motivation and 
emphasis on outcome at any stage of learning seems an over-simplification of a 
complex process. The aim to produce a learning approach which is unique to adults 
leads to a definition of learning at any stage. 
The alternative of 're-current' education or 'life long education(Tennant 1988 ibid 
p. 125), and related concepts, accepts the diversity of He cycle patterns, challenges 
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the concept of a 'typical' life cycle, takes account of social and technological change 
(such as demographic change, changes in the length of the working day, retirement 
age etc ... 
), and argues that educational institutions should respond to this diversity in 
offering diversity of provision which takes into account and widens individual 
options. Adult development remains central but the argument shifts from seeking a 
place for 'adult education' in its old form, towards the life-long provision of 
education, formal, informal and less formal. 
Woodley et al (1987) carried out a large scale national study of provision for mature 
students funded by the DES in an attempt to discover which students studied what 
and in which institutions. The study included courses which led to qualifications for 
entry to higher education as well as those which did not. Between 5000 and 6000 
students completed questionnaires and the findings were supported by interviews 
with students and teachers. Of mature students in higher education one third had 
qualifications above A-level on entry and only 8% had been admitted to university 
with less than the standard qualifications (Woodley et al ibid p. 53) The students 
were already educationally advantaged. Conclusions on the educational 
qualifications of mature students in higher education are stated as: 
...... mature students do not represent a cross-section of the population in 
that they are more likely to have attended selective and non-state-maintained 
schools, they stayed on longer at school and they emerged with better 
qualifications than the population as a whole. However, there are still 
substantial numbers who left school at an early age with no or few 
qualifications. " (Woodley at al. 1987 p. 57) 
Changes in the view of adults and adult education were accompanied by 
demographic change. The anticipated decline in the 'traditional' student population 
was expected to reach serious proportions by the 1990s. This expectation persisted 
despite recognition that the change was not expected to affect the social groups who 
formed the base of traditional HE admissions. Perhaps more influential was an 
amalgam of interests including government urged on by industry in demands for a 
better qualified work force(Wakeford 1993 ibid p. 218). 
There were also social factors; wastage of talent and a recognition that access was 
denied to some social groups leading to an explicit assumption during the recent 
expansion of higher education that the intake to institutions should be widened and 
that more means different (Wakeford 1993 ibid p. 218). Between 1982 and 1992 the 
number of mature home, first year, students in universities, polytechnics and 
colleges more than doubled from 139,000 to 319,000. More students over the age 
of 21 entered higher education than young students for the first time. (THES 
25/11/94. Report on DE statistical supplement 10/94). The extent to which 
unemployment and the economic recession contributed to this increase is uncertain. 
The pattern of adult access, however, varies between sectors and institutions 
(Wakeford 1993 ibid p. 218). 
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Table 2.3 shows that polytechnics and colleges catered for a greater proportion of 
mature students attending both full and part-time. Mature students constitute a 
minority of full-time students and a majority of part-time, though the latter is a 
minority activity for first degree courses. 
Table 2.3 Number and proportion of mature students on first-degree courses 1990. 
Source: DFE Bulletin 18/92 
Number of Mature as a 
mature students proportion of all 
(thousands) proportion students 
N N 
Mode of attendance and 
institution 
full-time 
universities 10.6 22 12 
polytechnics and colleges 24.1 49 26 
part-time 
universities 2.0 4 95 
polytechnics and colleges 12.6 25 25 
total 
From Wakeford 1993 p. 219 
Table 2.4 Percentage change in young and mature first degree mature students by mode of 
attendance and institution 1980 - 1990. Source DFE Bulletin 18192 
Mode of attendance and % change young % change 
institution students mature students 
full-time 
universities +8 +40 
polytechnics and colleges +93 +152 
part-time 
universities -57 +136 
polytechnics and colleges +218 +100 
From Wakeford (1993 p. 220) 
The percentage change during the 1980s is presented in Table 2.4 which shows an 
overall expansion in the higher education system and that mature students have 
increased their participation to a greater extent than the traditional group 
particularly in polytechnics and universities. 
Table 2.5 Comparison of entry qualifications of young and mature students accepted degree 
course applicants. Source: Statistical supplements to UCCA and PCAS Annual Reports 
1990-1991 
Young Young Mature Mature 
UCCA (%) PCAS (%) UCCA (%) PCAS (%) 
Qualifications 
A-levels/higher 96 78 39 28 
BTEC 2 11 18 16 
UK degree na 5 na 
Other UK quals 1 11 31 54 
Overseas quals 1 7 2 
100 100 100 100 
Total number 91,718 52,428 14,999 20,367 
From Wakeford (1993 p. 221) 
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Qualifications on entry to higher education also show a variation between 'mature' 
and 'traditional' groups. Table 2.5 shows that "traditional" 18 year old students are 
most likely to enter using traditional A-level qualifications, the vast majority of them 
doing so. Mature students are more likely to enter with 'other' qualifications but 
there is some uncertainty concerning what these may be since neither clearing house 
publishes a breakdown (Wakeford 1993 ibid p. 221). Presumably some of these will 
be vocational qualifications which comprised the alternative route of entry to A- 
levels prior to the introduction of Access courses as a 'third route'. 
Access courses came into being following an invitation from the DES to seven 
LEAs to introduce courses for people who had 'valuable experience but lack the 
qualifications required for entry to higher education'. The initiative provided an 
opportunity for students to obtain equivalent entry qualifications while by-passing 
the traditional entry route. The courses were to be evaluated in order to enable the 
DES to decide whether to extend the provision of such courses (Fulton 1989 ibid p. 
5 1). In the years since the initiative the numbers of Access courses have risen from 
single figures to over 600 though they achieved particular prominence in 1987 when 
they became part of the strategy of HE expansion as the third route (Wakeford 1993 
ibid p. 221). The courses have expanded geographically, they were initiated mainly in 
the Greater London area, in subjects offered and numerically: 
"Access courses have become a way in which thousands of mature students 
each year may enter HE" (Wakeford 1993 ibid p. 22 1) 
However it is difficult to say how many. As already stated a detailed breakdown on 
entry qualifications is not available. Examination of the number of students entering 
polytechnics and colleges using Access courses (Table 2.6) suggests that such 
courses are making provision for mature students and are most popular among 
women (70% of all of those recorded in the table) and particularly older women. 
Table 2.6 Number and proportion of first year students using Access courses qualification 
for entry to polytechnics and colleges by age England, 1990. Sources: DFE Bulletin 18/92 
male female male % female % 
mode and age 
full-time 
under2l 56 61 
21-24 239 310 4 7 
25+ 611 1780 13 26 
part-time 
under2l 8 1 1 
21-24 12 9 1 1 
25+ 48 160 1 9 
total 974 2321 
Wakeford 1993 p. 222. 
However the figures must be treated with caution. They are calculated on the basis 
of 3000 students but evidence from other sources suggests that between 12,000 and 
15,000 students are registered on Access courses in England and Wales. The 
evidence suggests either a huge dropout form Access courses or a discrepancy 
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arising out of bureaucratic error (Wakeford 1993 ibid p. 223). It might also suggest 
that Access students are not using the qualification for university entrance 
immediately after completion of their course. 
In 1991 Wakeford set out to examine the social composition of students attending 
Access courses: what kind of people became Access course students. She argues 
that such information was lacking, findings on Access students were fragmentary 
and largely anecdotal, and more information was needed to assess whether the aim 
of the initiative was being met; to offer entry to higher education for groups largely 
denied at an earlier stage of education. A self-completion questionnaire was 
administered in 27 institutions to 391 students. The findings indicate some variation 
from the initial aims of Access courses particularly when compared with the findings 
of an earlier study (Nfiflins 1984), the only other work which was concerned with 
the social characteristics of students. 
Wakeford finds (1993 ibid. 224) a comparatively smaller proportion of women in 
her sample resulting to some extent from the subject content of courses. A greater 
proportion of men had been drawn in by the opportunity to study science and 
technology. This, together with the finding that women were older than men on 
entry seems to suggest a continuance of gender differentiation. The proportion of 
students from ethnic minorities had also fallen between the two studies though it 
remained higher than the proportion in the population(Wakeford 1993 ibid p. 
225). The social class profile of the Wakeford sample was found to resemble the 
social class profile of all non-graduates in the population (Wakeford 1993 ibid 
p225). The courses were attracting a particularly high proportion of students whose 
own occupation placed them in social class III (routine non-manual or clerical) but 
also attracted a substantial proportion who had been in manual work, particularly 
among men. This suggests that Access courses were less likely to under-represent 
students from manual class positions than higher education admissions as a whole 
(Wakeford 1993 ibid p. 226). With reference to qualifications the majority of the 
students in the sample had some qualifications on leaving school and the majority 
had also gained some qualifications between leaving school and commencing the 
Access course (Wakeford 1993 ibid pp 225 - 226). The findings suggest that Access 
courses offer opportunities to students who were previously unqualified but many 
already have qualifications and may have had a propensity to continue with 
educational activities after leaving full-time education. 
Wakeford (Wakeford 1993 ibid p. 228) draws attention to the increasing importance 
of Access courses and suggests that there is a need to monitor student social profiles 
and to target different groups in order to ensure that the courses do not begin to 
mirror existing inequalities in entry to higher education. She draws attention to a 
gap in knowledge of the routes via which adults enter higher education: 
"Although there has been an increase in the number of mature students 
there has not been a correspondmg effort to monitor the routes through 
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which adults become mature students on first-degree courses. " (Wakeford 
1993 ibid p. 228) 
The qualifications obtained by many adults are subsumed under the heading of 
'other' and qualifications are the only means available from the data of gaining any 
indication of the route they followed. Other queries emerge from this on the routes 
followed by adults. For example, Wakeford's sample included Access students who 
had qualifications. This raises speculation on how they acquired these. If they had 
A-levels whether they acquired them while at school or since they have left school 
at evening or part-time day classes. Similarly, queries on the routes via which they 
obtained vocational qualifications. Finally, the question is raised as to the routes 
followed into higher education by adult students who did not take an Access course. 
The significant increase in the number of adults entering higher education raises the 
queries on the routes via which they are entering. 
Gender. 
There is now an extensive and wide ranging literature on the changing role of 
women in society and the interaction between education and this change. The 
recognition of women's studies as an academic discipline in a number of universities 
is itself both a recognition of change and has led to the production of supportive 
literature. The aim here has not been to attempt an exhaustive review of all of this 
evidence but to present sufficient, hopefully pertinent, evidence to place the findings 
of this study in context. 
Between the years 1944 and 1988 the number of women entering university has 
shown a consistently upward trend (Blackburn and Jarman 1933 ibid p. 207). 
Women however, were disadvantaged not only in obtaining fewer places in higher 
education than men but also they were more likely to take degrees in colleges and 
more likely to qualify later as mature students. There is evidence that this trend is 
changing as more women attend university and there is increased enrolment of 
women in polytechnics (Egerton and Halsey 1993 p. 183). In recent years, since 
about 1970, there has been considerable growth in university entrance matched also 
in higher education outside the universities(Blackburn and Jarman 1933 ibid p. 209). 
McNay(1994 p. 171) finds more recent evidence of a "spectacular" increase in the 
participation of women in higher education. Between 1981-82 and 1991-92 the 
participation of women in both universities and polytechnics grew at a considerably 
faster rate than for men (69 per cent and II per cent respectively). This growth rate 
is even more notable in consideration of the fact that women are in the minority of 
the population under the age of 45. 
increased participation in higher education has been accompanied by increases in 
participation and attainment in education in general. The increase in the percentage 
gaining qualifications between 1975 and 1991 has been proportionately greater 
among women than among men and education statistics show that girls and women 
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are increasingly as well qualified as boys and men. (General Household Survey 1991 
p. 200) 
Gender variations in subjects and academic disciplines remain, however. The 
increased participation of women in polytechnics found by Halsey may in part result 
from the incorporation of 'traditional women's' courses in teaching and nursing, for 
women continue to be over-represented in teaching courses (Modood 1993 ibid p. 
174). Gender variations are also indicated in the findings for Access courses in 
which participation among men increased with the introduction of science, 
technology, and computer options (Wakeford 1993 ibid p. 224). There is however 
evidence of change. For example, in universities in 1965-66 women constituted 35% 
of all arts students, this increased to 50% in 1974-75 but has since stabilised. In 
Engineering the number of women increased from 2% in 1965-66 to 11% in 1987- 
88 and a greater increase occurred in pure sciences (Blackburn and Jarman 1993 
ibid p. 209). 
This general increase in participation, particularly recently, has interacted with wider 
social changes in perceptions of women and their role in society as a result of 
increased opportunities in the labour market. There has been a growth in 
traditionally female dominated sectors of the labour market (clerical and service ), an 
increase in high level jobs and a decline in the number of young people entering the 
labour market. Demographic changes have resulted in women marrying earlier, 
living longer and having fewer children in a shorter and earlier period of life. There 
has been a re-structuring of psychological expectations so that women look for 
work-related as opposed to marriage-related self-identities. These combine, at a 
more practical level, with a recognition of the need for the incomes from working 
women to keep many families above the poverty line in offering greater 
opportunities for women in employment (White, Cox and Cooper 1992 p. 5). It is 
estimated that women will account for over 85% of employment growth in the 
1990s and will constitute 45% of the labour force by 2001 ( General Household 
survey 1991 p. 130). 
Increased involvement of women in the labour market and increased participation in 
higher education, commencing after World War 11, has had a cumulative effect so 
that working women and women undergraduates have become accepted as 
'normal'. The former view of a 'woman's place' and the notion that there was no 
point in educating a woman for a few years of work have lost any credibility as "life- 
time careers for women have become progressively more available and more 
evident. " (Blackburn and Jarman 1993 p. 2 10). The trend is towards increased equity 
sufficient for Halsey to summarise: 
"Gender inequalities have decreased rapidly over the last two decades and 
feminist advocacy has moved somewhat towards equality of access to the 
higher echelons of the professions and business management. " (Halsey 1993 
ibid p. 13 1) 
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White, Cox and Cooper(I 992 ibid p. 3 and 4)suggest that: 
"It seems reasonable to expect that women will find it easier to reach top 
jobs in future. " 
But, inequality remains, sufficient to suggest that improvement in trends should not 
encourage complacency. The 'traditional role' of women as, for example, taking 
primary responsibility for child care has not 'gone away' but accompanies them into 
their 'new' situation. Women are expected to take on additional responsibilities as 
students or workers while making appropriate arrangements for continuing 
demands. The entry of a higher proportion of women into the labour market may 
depend on increasing the availability of flexible working arrangements and of 
subsidised childcare (General. Household Survey 1991 p. 130). 
Meanwhile, discrimination against women remains, for example, White, Cox and 
Cooper(1992 ibid p. 3 and 4)find that: 
"Over all, women do not enjoy the same job conditions, pay, status and 
career opportunities as their male counterparts. " 
And: 
"In any given occupation, the higher the rank the lower the proportion of women.,, 
The evidence suggests that the prior experiences of women entering higher 
education who have family responsibilities will differ from men and from, probably 
younger, women who have not experienced or who do not have these commitments. 
it also seems more likely that women with family commitments will enter via a 
different route. 
Ethnic Origin. 
The extent of involvement of ethnic minorities in higher education has received 
increased clarification since 1990. In response to uncertainty resulting from a lack of 
hard evidence (Modood 1993 p. 168) PCAS and UCCA decided to ask candidates to 
specify their ethnic origin. Analysis of this data carried out by Modood (1993), 
Taylor (1992a), and Connelly (1994) provide evidence of a national pattern of 
ethnic minority entry to higher education. Their findings are summarised in 
Appendix 1. 
in terms of this study the sample as a whole proved to be predominantly white, 
almost 94%, (Table 2.7 over leaf) and there was little variation between courses. 
As a result of this finding, together with the low representation of ethnic minorities 
in the focus group samples, the study offered little opportunity to become involved 
in the debate on the issue of entry to higher education and ethnic minorities. With 
reference to teacher education this is recognised. as a source of concern. Particularly 
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so given the under-representation of ethnic minority groups in teacher education 
nationally and that members of ethic minority groups are less likely to apply for 
teacher education courses. (Modood 1993 ibid p. 174) 










Black Caribbean 3 
Black-other I 
Black African 3 
Asian-other 0 
Subtotal 17 17 
No record 22 
total 251 
Categories Response % 
White 232 92.43 
other 17 6.78 
no record 2 0.79 
total 251 100 
*Categories: lakenftom the university applicationform. 
Student prior experience. 
Relevant to this study this section sets out to draw attention to the significance of 
the increased diversity of students entering higher education and to draw attention 
to typical attitudes to, and about, higher education which may influence, prospective 
students. 
School and school leaving. 
Decisions at school leaving may be of far-reaching significance: 
"The transition from school represents a crucial point of intersection 
between major life domains, namely the educational system and the labour 
market. it is at this point that most young people are at considerable risk in 
their attempts (and frequently that of their parents) to ensure continuity in 
their life course ..... 
It is at this point that individual attempts to control 
outcomes are crucial if the person is to secure an appropriate foothold in the 
labour market. " 
(Layder, Ashton, Sung(1991 p. 453) 
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Decisions at the statutory age of school leaving also constitute the key point for 
future educational routes. Staying on at school or leaving for employment is one of 
a number of alternatives which might include, for example, entry to FE, work 
involving training to a variety of levels, or Government sponsored training schemes. 
The evidence presented on increasing levels of adult entry to higher education 
suggests that structural/cultural variables affect decision-making at this stage 
causing those who might have had the potential to enter higher education not to do 
so. Consideration of decision-making at this stage might throw some fight on factors 
contributing to this situation. 
Contrasting evidence of experience at school leaving is provided by two relevant 
studies. Roberts and Higgens(1992) carried out a research project in 100 higher 
education institutions(universities, polytechnics and colleges), using a postal 
questionnaire, focus group interviews and 'informal chats' in social areas in 
institutions. In all some 5,650 students, all in their second year of study were 
included in the sample. The study was directed at the 'traditional student, 'aged 
under 20 on entry to higher education', but over 400 'mature' students also took 
part. 
The findings show that in response to a question on their reasons for going into 
higher education students entering via the 'traditional route' produced 6 'top' points 
of view supported by comments from the students obtained during the qualitative 
element of the study (Roberts and 11iggens 1992 p. 25). Responses were as follows: 
1. Going in to higher education was the natural thing to do (peer and parental 
pressure) 
"I was brought up with the idea of going to university 
"Mere is no-one in our family who doesn't have a degree. "
"Neither of my parents have been through higher education and they said 
you are going - FULL STOP. " 
The researchers comment: 
"For many students (particularly those in universities) one of the biggest 
decisions of their life was in reality a non-decision. " (Roberts and lEggens 
ibid p. 28) 
2. I-Egher education improves job prospects in the long term. 
This was more often cited by polytechnic students than those in college or 
university: 
"People want graduates and you start one or two steps up the ladder. " 




I saw that a degree was necessary I the careers world today - especially in 
getting jobs away from the area I was brought up in. " 
"You get control of your life. " 
3. Entering higher education postpones the need to work 
"If you go into a job at 18 you will need to work for 40 years. I want to put 
off working as long as possible. " 
"You can surround yourself with like-minded people and no factory whistle 
to make them disappear. " 
4. Higher education postpones the need to make a decision - time to think. 
"Initially I came because I didn't know what I wanted to do career-wise and 
I thought I might as well keep learning until I decide. " 
5. Allows students to pursue knowledgetinterest in chosen subject. 
11 love studying and writing essays. " 
"A test of what I could achieve. " 
6. Allows students to become independent. 
"A stepping stone to reality. " 
"You get overall development, you get an academic development and you 
develop socially. Your whole self changes. " 
"it is a gentle introduction to being an adult and growing up! " 
"I lived a sheltered life in Cornwall - this was my chance to go. " 
"Having been closeted in a girl's school for years, it is quite educational to 
be let out amongst men. " 
For many students in the sample the process of staying on at school and going in to 
higher education was a continuous, almost seamless, progression which began prior 
to statuary school leaving age with the choice of subjects, and which allowed a delay 
before further decision-making. It offered academic and social opportunities: 
academic study and a period of 'growing up' before entering the world of work. In 
the long term it improved employment prospects. 
Another view is provided by the work of Heathfield and Wakeford (1990) who set 
out to explore some of the factors which underlie the decision of sixteen-year -olds 
to stay on in full-time education. The methodology used group work exercises more 
frequently associated with drama teaching with pupils in their 4th year. In addition 
pupils were asked to write down certain views and opinions, to draw posters and 
create advertisements whose imagined audience would consist of friends outside the 
group, and to complete a short questionnaire. Attitudes to higher education were 
included as a significant part of the study. Seven or eight students from each of 4 
schools attended a3 day residential course at the University of Lancaster. 
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The school pupils found very little to be gained from study for 'its own sake' and no 
evidence of a 'natural progression' into staying on and entering higher education. 
There seemed to be a generally recognised, though not stated, 'level of production' 
which delineated the point at which a pupil became a "swot. The respondents saw 
school work as 'work' which had to be done, sufficient to meet the required level of 
production but no more. Work led to qualifications but there was little evidence of 
enjoyment of learning 'for its own sake'. 
This view of academic study continued into the respondents views of university 
(Heathfield and Wak-eford 1990 ibid p. 19). Though some of the respondents had 
formed impressions from talking to older friends and siblings 'media images 
predominated". (Ifeathfield and Wakeford 1990 ibid p. 42) They expressed a 
dichotomous, almost a characatured, negative, view of university students. On the 
one hand the dissolute student engaged in smoking, drinking and parties and on the 
other, the academic side of university life which depicted unhappy, bespectacled, 
students with piles of books. This dichotomous view was found to pervade all of the 
imagery of the respondents' concepts of studentship. University students were seen 
as: 
".... dissolute, superior or just part of a different culture - iNith books under 
their arms, cating green apples". (I leathficid and %Vak-cford 1990 ibid p. 20) 
For most of the students there had been no direct contact with university staff or 
students to generate alternative concepts. During discussion, none of the students 
stated that their parents had been to university. One of the students gave her 
mother's view of the residential experience: 
"Nic mum didn't %%-ant mc to comc. %Vcll, shc said it was good, likc, but shc 
didn't -.,. -ant mc to comc 'cos shc said all the peoplc, %vcrc %Nvird ... -*-. hcn thcy 
are on tclly you see than walking aroundý like ... 
in stupid clothcs and 
cwr)Ihing. " 
The respondents recognised that they had to make a choice following their GCSE 
examinations and felt pressurised, sometimes to the point of panic, by the 
significance of this. -1 don't like it 'cos its for the rest of my life I've got to decide. "
(Heathfield and Wakeford 1990 ibid p. 40) But they saw staying on as a none- 
decision or inertia. They were aware of local employment conditions and that 
staying on provided increased opportunity of avoiding boring work. There was an 
emphasis on the money provided by work-, however, and that: 
'ý.. Icaving was freedom, rcgudlcss of -*, %fw the students left to do, and 
sta)ing on in cducation mas to be tied down to the disciplines of school 
work, especially homc%%orL" . "( Heathfield and Wakcford 1990 ibid p. 40) 
Government training schemes were held in low esteem and those who went on to 
them "didn't think7. 
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The pressure involved in decision-making came from the work load associated with 
examinations, from teachers, and from the plans of their friends rather than from 
home. Parental differences on the merits of staying on were expressed: 
"Me Dad, he's always moaning at me. Saying I should be going out and 
carning some money instead of staying in and revising and going off to 
college. "( Heathfield and Wakeford 1990 ibid p. 24) 
The residential experience(Heathfield and Wakeford 1990 ibid p. 42) made available 
to a small group of the students produced some marginal alterations in views of 
university. Most had no experience of higher education institutions and were 
surprised by the size and complexity of the campus. Much of their concern was with 
the differences between 'them', the university students and 'us' the respondents: 
"We saw loads of people today ... and was getting dirty looks from 
everyone. "( Heathfield and Wakeford, 1990 ibid p. 43) 
"Cos we don't dress like them ... they look freaky and we 
look normal 
... 
"(1990 Heathfield and Wakeford ibid p. 43) 
"Students walking around in specs - and scarves. Round specs and 
scarves. "( Heathfield and Wakeford, 1990 ibid p. 45) 
Some views were modified. The students appeared less 'stuck up, than the 
respondents had anticipated. But views of university students as 'different' proved 
difficult to change. 
The two studies are not directly comparable: differences in methodology, sample 
size and stage in the education process preclude this. But the findings can be 
summarised (Table 2.8 over leaf) in a manner which offers a valid summary and 
demonstrates how the results of each enhance the other and provide insights into 
experiences prior to entry to university. 
The findings suggest the existence of two 'cultures', one which supports entry to 
higher education and one which is less likely to do so. Both groups had experienced 
peer pressure but aimed in different directions. For many of the students the process 
of preparation for school leaving had been long term and proactive. In turn the 
school pupils were reacting short term to the situation with which they were faced. 
The students attended schools in which staying on was more likely to be the norm 
while the pupils had attended schools where this was not the case. The 'family 
culture' of both groups in the form of the knowledge and experience of their parents 
had prepared the groups to travel in different directions in the future. The students 
were anticipating moving into a world that contained familiarities while to the school 
pupils it was a foreign world. The fear of isolating themselves and becoming 'swots' 
suggests perhaps a fear of isolating themselves from a whole culture. The long term 
view of the students is in opposition to the short term view of the pupils who seek 
the more immediate rewards of employment, even if it might be of a low level. 
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Table 2.8 Findings from two studies compared. 
students schoolpupils 
(Roberts and Higgens) (Heathfield and Wakeford) 
had shown themselves capable of were considered by their teachers as 
entrance to higher education capable of benefiting from staying on at - 
school - possibly university. 
peer and parental pressure to stay on at peer pressure not to become 'swots' 
school and apply for higher education little evidence of parental support, some 
negative responses from parents 
parents had experience of higher parents had no experience of higher 
education education 
higher education offered opportunity to tired of academic word which was 
study 
staying on the natural thing to do 
staying on provided time to think and make 
decisions 
Entered higher education 
perceived as Work' to be done. Sought 
freedom from study and school 
staying on a 'non-decision' 
the decision to stay on or leave perceived 
as significant and difficult, to the point of 
'panic'for some 
Did not see themselves as the kind of 
people who went into higher education. 
The school study indicates the loss of talent which might be regained at a later stage 
through adult entry to higher education. This, provided that attitudes which perceive 
academic learning as appropriate to some segments of the population and not to 
others can be overcome. 
Women Returners. 
The retrospective views of school experience provided by the respondents in a study 
carried out by Pascall and Cox (1993) adds to evidence of the interaction between 
structural and 'cultural' variables at school leaving age. Pascall and Cox (1993) 
studied, via in-depth interviews, 43 women, who had returned to higher education. 
Most of the sample had attended selective schools and all but 8 had left school with 
qualifications; some had A-levels. 
The parents of the respondents had a generally supportive and positive attitude 
towards their daughters' education but within this some variation was found (Pascall 
and Cox 1993 p. 3 1). There was evidence of gender discrimination; 
"Girls are going to get mamed and education is wasted. Education is for 
boys because they are the breadwinners. " 
Staying on at school beyond compulsory school leaving age(Pascall and Cox 1993 
p. 33), was a new experience for many of the families. The respondents in the study 
belonged to generations which attended secondary school between the end of World 
War 11 and the introduction of secondary education. They were, as "children of the 




"Imorance about the workings of secondary education was widespread, and 
knowledge of opportunities beyond school very limited indeed. " (Pascall 
and Cox 1993 p. 33) 
Some parents had not themselves received, nor wished their children to receive, any 
more education than was absolutely necessary while others adopted a laissezfaire 
attitude. 
"Parents, with little to assist them in their own histories, were unable to 
present their offspring with clear pictures of what the next educational steps 
might bring. Some simply opposed, by reference to their own experience: 
more supported, but perhaps without the sldll that experience might have 
provided, and a very few could offer their own careers in higher education 
as models. "( Pascall and Cox 1993 p. 33) 
Parents were often proud of the educational achievements of their offspring and 
negative responses to education were not necessarily linked to lack of parental 
experience. (Pascall and Cox 1993 p. 32) Significant in some instances also was a 
parental sense of deprivation in their own educational experiences which motivated 
them to encourage their offspring. 
In structural terms class is a major structural variable in operation in this situation, 
more so than gender (Pascall and Cox 1993 p. 33). 
"Whilst sponsorship from school and home was often in evidence, it was 
not sufficient to pull them into the stream of those whose natural destiny 
was higher education. " (Pascall and Cox 1993 p. 39) 
Pascall and Cox argue (Pascall and Cox 1993 p. 37) that whilst the grammar school 
was a "major sponsor of social mobility during the first two thirds of the twentieth 
century", it had its limits, especially for girls. Without the support of precedents 
amongst either parents or siblings, the chances of evading the effects of class when 
leaving school, of seeing possibilities of which were outside the experiences of the 
family the chances of "narrowing the social distance to be crossed were indeed very 
slire'. These findings echo those of the earlier studies cited. Many of the 
respondents were clearly academically able but did not leave school to enter 
university, though a small number went into teacher training. 
Prior experiences which differ radically from those of the 'traditional student' are 
offered by a group of working class women who were left feeling "inferior and 
unimportant" by their school experiences. ( Learning the Hard Way" 1989 p. 65) 
For this group higher education offered an escape: 
"It is not so much the milk and honey we hope to find as the hardship and 
oppression we leave behind. " ("Learning the Hard Way" 1989 ibid p. 67) 
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In returning to education this group sought both escape and future passports to 
success. They recognised qualifications as representing access to well-paid satisfying 
employment. But education also offered escape from dependence and vulnerability 
towards an opportunity to have some control over their lives; escape from a world 
in which women were seen only in the context of their relationship to others. For 
some, who had worked in refuges or community groups, education offered a means 
of obtaining wider perspectives to add to the experiences they had already gained, 
and an opportunity to further develop skills and qualifications. They recognised that 
their view was instrumental but were of the opinion that learning 'for its own sake' 
was a luxury they could not afford. 
They ýriewed their situation in preparation for entry to higher education in stark 
contrast to that experienced by school leavers referred to in earlier studies (Roberts 
and Higgens ibid p-28) 
"ne analogy of the conveyor belt is often used to describe how young 
people are processed in the preparation for higher education. They are 
transported and deposited at the starting line, ready for the big event. " 
"Rather, we've had to scramble over hurdles and around obstacles to arrive 
on the scene already somewhat punch-drunk. " ("Leaming the Hard Way" 
1989 ibid p. 83) 
The authors recognise that returning to education is never easy for mature students, 
men or women CLearning the Hard Way" 1989 ibid p. 67) and outline their 
particular 'hurdles' and 'obstacles'. Women continued to carry the primary 
responsibility for domestic and childcare which is seen as both 'emotional and caring 
labour'. They experienced the ambivalent attitudes of others to study, which was not 
seen as 'real work' and in some cases direct and systematic opposition and abuse, 
particularly from their partners. Financial factors also played a significant part. As 
working class women they felt that they lacked the right to financial independence. 
Whilst, for most students, impoverishment would be a temporary stage, for this 
group it was a continuation of 'our struggle to survive'. ("Learning the Hard Way" 
1989 ibid p. 83) Financial dependence on a male partner also produced difficulties; 
partners were required to sign grant forms and might move jobs or house at 
inconvenient stages during a course of study. The authors also experienced a sense 
of guilt in being 'pulled in different directions, in the negative responses of others, 
and in leaving work to become students. Education as a way out was not supported 
by their school experiences which left them feeling 'inferior and unimportant' 
C'Learning the Hard Way" 1989 ibid p. 65) 
Data on characteristics already considered shows that these women were not 
'typical' of adults returning to higher education: the evidence suggests that working 
class women represent a very small percentage. Given the difficulties they 
experience this seems hardly surprising. Their experiences echo the findings 
discussed earlier among the children in the Heathfield and Wakeford study of a 
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9 culture' which does not recognise the significance of education for its members. in 
this situation, however, two, interacting, structural variables are clearly in operation; 
gender, social attitudes to women, and social class. 
The 'traditional female role' a career for women as housewife and mother, was 
noted in the study carried out by the Pascal and Cox: 
"Our respondents grew up(though with some allowances for differences in 
age) with the expectations that wife, mother and housewife were the proper 
female roles and source of womens' identity. Very high rates of marriage 
prevailed during adolescence: cohabitation was not yet widely acceptable; 
women continued to bear the major responsibility for housework; most 
women had at least one child; most women left the labour market when the 
child was born. Most respondents did, in fact, conform to these expectations 
and experienced all three roles. " (Pascal and Cox 1993 ibid p. 58) 
Nearly all of the Pascal and Cox sample had tried marriage, had found motherhood 
rewarding but: 
"Respondents were unanimous in feeling the inadequacy of domesticity as a 
life's work and souTce of identity. "( Pascal and Cox 1993 ibid p. 59) 
Employment experiences affected this sample. Almost half of the sample contained 
women who had been in work which was boring frustrating, discriminatory and 
without prospects, training or career, but who hoped that higher education would 
provide access to improved employment opportunities (Pascal and Cox 1993 ibid p. 
43). The sample, however, also contained women -who had obtained qualifications at 
school and had been in professional occupations. They enjoyed their work, and 
though they were aware of gender hierarchies, denied that being a woman had been 
a disadvantage to themselves. ( Pascal and Cox 1993 ibid p. 49) Their employment 
had been prior to child bearing however, and at the point prior to entry to higher 
education they found that their position as wives, mothers and housewives made 
their position in the job market -uncertain. Careers could not be combined with 
motherhood. Some had been employed in part-time work at a level not 
commensurate with their qualifications after the birth of their children. Consequently 
respondents offered four employment-related reasons for entering higher education 
(Pascal and Cox 1993 ibid p. 66): the need for a new job, escape from unrewarding 
work, the need for a job which would combine with parenthood and some 
conventional need for career advancement. 
Reasons for entering higher education were more complex than escape however. 
Though respondents were able to point to decisive factors, for example, marriage 
breakdown, age of children in starting school or playgroup, economic factors as well 
as factors associated with work, these formed "an intricate web of elements". 
(Pascal and Cox 1993 ibid p. 61) There were a number of factors which came 
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together, a range of alternatives that could be resolved, to produce the situation 
which led to a return to education. 
The educational experiences of these groups provide more information on routes of 
entry to higher education. For some the qualifications obtained at school meant that 
higher education was the logical next step. Qualifications obtained previously: 
"held the possibility of higher education in the background to be brought 
out when appropriate". ( Pascal and Cox 1993 ibid p. 7 1) 
For others a longer route taking advantage of alternative provisions in the education 
system was pursued: 
"from the age of the children being about three or four I'd done something 
in the evening - evening classes .... an 04evcI course in economics": "I'd 
done the OU before coming here. I'd always done something. " (Pascal and 
Cox 1993 ibid p. 7 1) 
"I didn't in my wildest dreams think that I could ever get a degree even at 
that stage, but I went back to evening classes to get some A-levels -just to 
get some qualifications together and find out what I was made of .... It was 
always a dream to go on to FE, even just an A-level seemed a fantastic 
thing to do. "( Pascal and Cox 1993 ibid p. 71) 
A number of respondents spoke of the 'struggle' experienced during their "long 
haul" through 0 and A-levels. This often took the form of drift and "muddling 
througW', rather than a planned process. Given the range of alternative demands to 
be balanced this is hardly surprising. Some members of this group expressed the 
same ignorance of HE as the school children cited in the earlier study. HE was like 
"another planet, unthought of, uncharted". 
The women in "Learning the Hard Way" recognised that their aims in entering 
higher education were largely instrumental: improved career prospects and increased 
independence. To these, the respondents to the Pascal and Cox study add a concern 
for missed opportunities, a recognition of learning for its own sake. The 'majority' 
of the respondents saw the education process as significantly more than work 
related while several were defensive about the 'instrumental thing' and the 'diploma 
disease'. 
"Money is part of it, but it's something that's going to be there for the next 
30 years or so. It's a job that I wanted to do, a fulfihnent, a great sense of 
satisfaction. "( Pascal and Cox 1993 ihid p. 82) 
The respondents aw value in the cultural aspect of education and were aware of the 
&outward' and 'inward' ways of experiencing education. 
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"It was merely to extend myself. I always knew that I'd got the ability to get 
a degree ... it was purely 
for myself " (Pascal and Cox 1993 ibid p. 83) 
"It's fulfilled a basic need within myself There were lots of questions that I 
had never answered within myself. I started to ask myself questions and it 
prolonged the definite need to get back to resolve them. " (Pascal and Cox 
1993 ibid p. 83) 
The differences in emphasis between respondents in the Pascal and Cox study and 
the contributors to 'Learning the Hard Way" might again be related to social 
background. The women in the Pascal and Cox study, many of whom had been 
through selective schooling and had been in professional careers, were able to allow 
themselves to speculate and introspect, an indulgence not available to the 
contributors to "Learning the Hard Way", nor perhaps a part of their academic, 
cognitive, experience. 
The need for change was significant for both groups, though not necessarily for the 
same reasons. For the contributors to "Learning the Hard Way", and for some of the 
respondents to the Pascal and Cox study, harsh economic reality was a driving 
force, but other reasons were also offered: 
I felt I was vegetating. I felt this would open my mind a lot. " Pascal and 
Cox 1993 ibid p. 84) 
"I felt I needed it at that time because I felt stale. "( Pascal and Cox 1993 
ibid P. 84) 
Sources of advice and Influences. 
Decisions such as entering higher education are not made by individuals in isolation. 
Others will be involved, making positive or negative contributions. With reference to 
educational decisions such influences may be divided into formal sources, those 
made available within the education system, and informal sources, fan-dly, friends 
and associates. Roberts and Higgens(1992 ibid p. 29) in their study attempted to 
identify those who advise HE applicants about their decision -making The results are 
summarised in Table 2.9. 
Table 2.9 Discussed higher education plans before applying with 
All % 
Careers advisor (LEA) 44 
Careers teacher 37 
Head/principal 13 
Form/housemaster 22 
Subject teacher 29 
None of above 20 
(From Roberts and Higgens 1992 ibid p30) 
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The evidence shows that 80% of the sample took advice from teachers or careers 
advisors . Almost 
half spoke to more than one advisor. For the 'traditional' student 
the form and subject teacher were influential in addition to the careers teacher, while 
LEA careers officers were also significant. 20% of school leavers had sought no 
advice. Findings for mature students in the same study. ( Roberts and Higgens 1992 
ibid p. 102) however, show that 55% of this group had not sought any formal 
advice. Dominant advisors for this group had been LEA careers officers, careers 
teachers in FE and subject teachers from previous courses. Overall the mature 
students rated the information given more highly than did the younger students. The 
study did not cover alternative sources from which students night have sought 
advice such as Education Advice centres or Job Centres, for example. 
Roberts and Higgens are critical of the formal sources of advice available to young 
people. (Roberts and Higgens 1992 ibid p. 120) They argue that the variety of 
different sources of specialist for advice available at different stages, the fact that 
staff who have the most frequent contact with pupils may not be the most effective 
source of advice, the lack of knowledge of and guidance about higher education at 
16+ and earlier and the dissatisfaction of the client group combine to suggest a need 
for a more comprehensive, continuous programme. A programme which offers 
continuity of advice from the same people from the age of 14. 
'7his seem to contextualise the need for a continuous, client centred 
approach to careers and educational advice. "( Roberts and Mggens 1992 
ibid p. 24) 
The approach is undoubtedly valid but evidence considered in this chapter suggests 
that parents should also be involved. Roberts and 1-figgens (1992 ibid p. 25) draw 
attention to the influences of parents and peers on the decision to enter higher 
education. Heathfield and Wakeford, (19 ibid p. 24) provide evidence of parents who 
were negative towards education while Pascal and Cox (p. 39) quote parents who 
lacked the knowledge or educational background to provide the support their 
offspring needed in order to succeed. 
Mature students may be positively or negatively influenced by their spouse or 
partner. The negative responses of spouses towards the contributors to "Learning 
the Hard Way" were quoted earher("Leaming the Hard Way" ibid 1989 p. 83). 
These are in contradiction to the findings of the Pascal and study in which husbands 
were found to be supportive: 
"getting married and I had my husband's support and encouragement.... he 
just gave me the push in the right direction. Otherwise I don't think I could 
have done it on my own. " (Pascal and Cox 1993 ibid p. 70) 
"Ivan said it's silly going back to work unless you are going to do 
something you like, and he felt he couldn't give up his work if I wasn't 
doing something I liked, or he would have fc1t guilty. So in order to do that, 




The evidence suggests, taking higher education as a whole, that growth and 
change has been accompanied by increased diversification in student 
characteristics. Proportionate increases in the number of women, significant 
increases in the number of adults and grounds for optimism in the increasing 
number of students from ethnic minorities. Unfortunately there is little evidence of 
diversification in student social class. However, assumptions on the 'kind of 
people' who enter higher education, and the prior experiences they carry with 
them, can be made with considerably less certainty than might have been the case 
in the past. Evidence suggests that diversification developed slowly over time but 
with markedly increasing rapidity over the last 20 years. 
The overall, broad view masks patterns of variation at various levels within the 
higher education system. The introduction and development of higher education 
outside the universities has been a major factor in diversification of student 
characteristics. As a generalisation, the former polytechnic sector manifests greater 
diversity than the 'traditional' universities across all of the student characteristics 
considered. The need for polytechnics to develop and to seek new markets has led 
to admissions policies in this sector more favourable to the non-traditional student. 
in recognising qualifications other than A-level and routes other than the school 
sixth form, for example. The evidence suggests that students seeking higher 
education from FE or via the vocational route using 'other' qualifications are more 
likely to have entered former polytechnics. 
Variation at 'sector' level is also found at the level of institutions. While some 
institutions will have been little affected by the shift towards the 'non-traditional' 
student others may never have known anything else. From their inception many 
polytechnics are likely to have admitted a more varied student population entering 
via different routes and this diversification will have increased over time. Within 
this there are again variations however; for example, the tendency for students 
from ethnic minorities to apply to institutions in specified geographical locations. 
There is also a suggestion that some polytechnics may have developed a 
gcommunity' approach but how far this applies as a general policy throughout the 
sector as a whole is uncertain. The 'traditional' universities, particularly, the more 
prestigious, which have continued to attract the 'traditional' student, had less need 
to alter their existent admissions policies. 
Difference in the degree of diversification is also found at the level of academic 
subjects or disciplines. Teacher training courses have continued to be dominated 
by women and will have enrolled few students from ethnic minorities, arts and 
social sciences areas have been attracting a diversity of students for many years, 
departments offering construction and related studies will have experienced little 
variation of any kind, remaining mainly white and male, while business studies 
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departments will have seen considerable diversification in student 
characteristics. (Modood 1993 p. 175) 
There is evidence of a trend towards increased participation in higher education 
among women though as yet they are likely to attend the less prestigious 
institutions, are concentrated to a larger extent in 'traditional' womens' study areas 
and tend to enter courses at a later stage than men. Women from working class 
backgrounds have little representation. The trends are still positive, in terms of 
both education and career opportunities, though some women might be justified in 
thinking that they represent a continuation of 'jam tomorrow'. Among younger 
students differences in subject choice continue to reflect gender stereotypes while 
for mature students there is continued conflict between the responsibilities 
associated with the 'traditional' women's role and the ability to integrate often 
conflicting demands. It is to be anticipated that all adults might experience similar 
problems in juggling the varied roles demanded of them, but this is exacerbated in 
the case of women. 
The findings for social class offer encouragement drawn from three sources: that 
some students from working class backgrounds continue to succeed, that some 
students from ethnic minorities are able to overcome class inequalities (Modood 
1993 ibid p. 179)and that there is some evidence of working class students entering 
higher education as adults. The findings from all sources however indicate little to 
suggest the possibility of even 'jam tomorrow' for this group. 
Halsey finds: 
"To be sure the working class child has had increased absolute chances of 
going into some form of higher education, though in competition with 
women and those from ethnic minorities. But class inequalities, measured 
in relative terms, have apparently remained stable for the past three 
generations. " (Halsey 1993 ibid p. 13 1) 
Evidence drawn from student experience suggests that the process of entry to 
higher education commences prior to school leaving and that there are factors in 
the social background of students which significantly affect decision-making at this 
point. Effectively, some students are encouraged towards higher education during 
their school careers whereas others are not. Schools, despite their efforts, do not 
always seem to be effective in alleviating this situation. The finding of Pascal and 
Cox (1993) which suggests categories of parental response to school leaving for 
their offspring is particularly relevant as a mediating factor. 
The variation in methodology employed in the analysis of social class as outlined 
by Drudy seems to have little significance in the case of social class and education. 
The unequal representation of the working class is clearly apparent across the 
approaches employed. Halsey however draws attention to the problems associated 
with variation in definitions and methodological approaches when studying 
inequality and when comparing research studies. 
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"It is relevant to recall A. B. Atkinson's assertion that all measures of 
inequality involve social as well as statistical judgements (Atkinson, 
1974). Interpretation is always necessary. " (Halsey 1993 ibid p. 130) 
He further asserts that there are errors inherent in using sample surveys to estimate 
the state of populations. "There are different sampling errors" and there are 
different classifications(such as ethnic minority status). The two variations 
especially in combination may mislead. There may be criticism of specific of areas 
in the findings. For example, Halsey (1993 ibid p. 130) suggests that Modood, by 
including Irish-born admissions among the White population, when the former are 
known to be lower, leads to an underestimation of White performance. overall, 
however, the findings present a clear picture of increasing diversity across the 
higher education student population as a whole though with a variation in the 
pattern between sectors, institutions and academic disciplines and between the 
characteristics considered. 
Evidence of a variety of educational routes in to higher education emerges from 
both quantitative and qualitative studies. Routes include, the 'traditional' student 
entering via the school sixth form who is more likely to be male and to go to a 
'traditional university'; students who enter via FE, who are more likely to go into 
the former polytechnics, more likely to be adults, who may have 'struggled' to 
obtain 0 and A-levels, and are more likely to be members of ethnic minorities; 
'mature' students who may have vocational qualifications, though there is some 
uncertainty on how they obtained these; Access courses; adults who obtained the 
qualifications for entry at school but chose not to use them for this purpose at that 
time and those who may be 'returning' to academic study for the first time since 
leaving school. The evidence indicates diversity of student prior experience, within 
diversity of student characteristics, within diversity of institutions. 
Assuming the continued broad remit of teaching and research as university 
functions it has become as uncertain to make assumptions on 'what universities are 
like' as it is to draw assumptions on 'what higher education students are like'. The 
concepts of a higher education and of student are significantly more 'slippery' than 
would have been the case thirty years ago, 
The effects of interconnected factors in growth and diversification in higher 
education are registered at the level of the individual student. Individual agency is 
clearly involved as represented in the aspirations of students, but whether this is 
turned towards entry to higher education is influenced by experiences at school 
and in the social milieu, particularly the family and school, and by goveriment 
policy on higher education and the admissions policies of institutions and courses. 
The entry of 'mature students' to higher education is affected by factors in their 
lives such as employment and the need to provide care for children and, taking 
account of both of these, financial factors. Agency, social interaction and structure 
are clearly involved. A theoretical framework within which the experience of 
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students prior to entry to higher education can be understood in the light of the 




Theoretical orientation of the Study: implications for method. 
In this chapter the theoretical orientation of the study utilising Bhaskar's (1979) 
perspective is discussed and, taking this as a framework, the use of two research 
methods, qualitative and quantitative is outlined. 
Development of the theoretical framework of the study. 
Nfiles and Huberman (1994 p-4) argue that researchers should make clear how 
they construe 'the shape of the social world". This aim is pursued in this chapter. 
Following Miles and Huberman (1994 ibid pp. 4-5) an argument is developed for a 
theoretical orientation for this study based on 'transcendental realism'. (Bhaskar 
1979) Taking this as a theoretical framework for the study it is argued that issues 
surrounding student characteristics and issues surrounding student experience 
require the exploration of different kinds of questions involving different kinds of 
phenomena. Assuming this to be so the implementation of both quantitative and 
qualitative methods becomes necessary. It is further argued that the findings drawn 
from different empirical approaches may be drawn together to enhance and 
supplement each other in exploring the issues under consideration in the study. 
Interest in the relationship between individual applicants and the social factors 
which surrounded them, first recorded as commonsense observations in the 
Preface (pp 1-2), was extended by the findings of the literature search. In broad 
terms, the literature review provided an indication of the interaction between the 
characteristics, experiences and biographies of the student in influencing entry to 
higher education. Entry was further influenced by changes in the higher education 
system, and variations in the admissions policies of individual institutions and 
courses. These, in turn, were further influenced by Government policies, social 
change, and the activities of interest groups. Assuming that the individual applicant 
was attempting to gain entry to higher education, which is voluntary and 
competitive, the question was raised concerning the extent to which social factors 
had an effect in placing them in a position to apply and how such factors 
functioned to support or inhibit the applicants' aspiration. 
In order to explore the complex of factors involved, both individual and social, it 
was necessary that these factors be clarified, conceptualised, and organised into a 
format for empirical study. This was dealt with via two processes which were 
carried out at the same time and interacted with one another. First, there was 
consideration of the literature review to look for a pattern or patterns. Second, 
there was consideration of possible theoretical explanations for the relationship 




Theoretically and empirically the latter leads into a number of 'dualisms'(Layder 
1994 p. 3), to divisions between separate and, possibly, opposing entities. 
Examples of such dualisms are macro/micro (and associated quantitative and 
qualitative methods), agency/structure, individual/society. Each of these is related 
to, may be seen as an aspect of, the other two dualisms, but the major initial 
concern of the study was the agency/structure debate. In crude form the 
relationship between 'voluntarism'- individual free will - on the one hand and 
csocial determinism' on the other. The latter concern led into the complexity of the 
structuretagency theoretical debate and "a disparate array of theories traditions and 
research7. (Cohen 1989 p. 10) 
The relationship between individual and society is recognised as a, if not the, major 
problem of social theory: 
"nie fundamental problem of linking human agency and social structure 
stalks through the history of sociological theory. Basically it concerns how 
to develop an adequate theoretical account which deals simultaneously 
with people constituting society and the social formation of human 
agents. "(Archcr 1990 p. 73) 
Or: 
"All the major figures (and most of the n-dnor ones) in the history of 
sociological thought have understood individuals and society to be 
intertwined and inextricably fused. " (Layder 1994 p. 207) 
But the nature of the relationship is the source of ongoing and extensive theoretical 
debate expressed also in empirical research ranging from empirical and theoretical 
concern with large scale social structures, for example, "systems' or institutions, or 
with small-scale, face-to-face, everyday interactions, and the relationship between 
the two. 
Some considerable time was spent in exploring responses to the structuretagency 
debate relying heavily upon Craib's (1992) and later Layder's (1994) exhaustive 
reviews as guides to reading. It was found necessary to balance time and effort 
expended in exploring the complex and varied theoretical arguments against the 
demands of the study: to avoid becoming embroiled in theory per se rather than in 
theory as a framework for the study. Three gradual developments occurred. First, 
reading of theory suggested that in considering the influences surrounding 
applicants three interacting factors needed to be taken into account, the individual, 
(for example, Mead and 'phenomenology' (Rose 1971)) social, or group 
interaction (for example, Garfinkel and 'symbolic interactionism', (Hamel 1992)) 
and social structure, for example, Parsons and 'structural functionalism', (Craib 
pAl 1992)). Second, analysis of the literature search indicated a pattern which 
could be represented in a 'model' and which took account of these three elements. 
This is discussed in more detail later. (Chapter 5). Third, the 'realist' approach of 
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Bhaskar (1979) was found to be valuable in that it took account of the 
macro/micro, quantitative/qualitative, method debate. 
These factors, analysis of the literature search, reading of theory and the use of 
Bhaskar's framework, combined as a process, emerging out of study, rather than 
as a structured sequence of events. They provided a framework for conceptualising 
the study whilst maintaining an element of empirical realism. In effect, theory was 
used in the manner proposed by Mouzelis: 
"in that sense, sociological theory does not consist of, and does not aim 
directly at establishing testable hypothesis, it is merely meant to prepare 
the ground for an empirical investigation of social structure and actors. " 
(Mouzelis 1993 p. 676) 
Structure/agency: a 'realist' perspective. 
Outhwaite summarises two divergent, fundamental, theoretical perspectives in the 
structure agency debate: 
"in a sociology of system, then, social actors are pictured as being very 
much at the receiving end of the social system. In terms of their existence 
and nature as social beings, their social behaviour and relationships, and 
their sense of personal identity as human beings are determined by it. The 
process is one whereby they are socialised into society's central values 
and into the norms appropriate to the roles they are to play in the division 
oflabour .... In total opposition to this, a sociology of action conceptualises the social 
system as derivative of social action, a social world produced by its 
members, who are thus pictured as active, purposeful, self and socially- 
creative beings. "(Outhwaite 1990 pp. 366-367) 
To such 'holistic' theories, and 'individualistic' approaches, can be added 
formulations which argue that individuals create society and society creates 
individuals, (Craib 1992 ibid p. 18). Bhaskar is critical of all three such approaches. 
He argues that they make a fundamental error in regarding individuals, agents, and 
societies as beings of the same order. 
"People and society are not, I shall argue, related 'dialectically'. They do 
not constitute two moments of the same process. Rather they refer to 
radically different Idnds of thing. " (Bhaskar 1979 ibid p. 42) 
Bhaskar argues that there is something other than individuals and collectivities 
which is recognisable, sui generis, in its own right, as 'society'. This must 
necessarily predate individuals and therefore is not of their creation, since all 
human activity pre-supposes the existence of social forms. For example: 
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"People cannot communicate except by utilising media, produce except by 
applying themselves to materials which are already formed, or act save in 
some or other social context. Speech requires language; making materials; 
actions conditions; agency resources; activity rules. " (13haskar 1979 ibid. 
p. 43) 
It does not necessarily follow, however, that society is impervious to human 
wishes or activity nor that it exerts a coercive power or determines human 
behaviour. Although 'ready-made', society could not continue to exist without 
human activity and unless those engaged in it had some conception of what they 
were doing. Individuals therefore do not create society but, through their activity, 
they perpetuate it and have the potential to transform it. 
"Society stands to individuals, then as something that they never make but 
that exists only in virtue of their activity. " (Bhaskar 1979 ibid p. 42) 
Society provides the raw materials, the necessary preconditions, which individuals 
work on and with, to perpetuate and, potentially, bring about transformations. 
"Society is both the ever-present condition (material cause) and the 
continually reproduced outcome of human agency". (Bhaskar 1979 ibid. 
p. 43) 
"the material presence of society = persons and the material results of 
their actions. " (Bhaskar 1979 ibid. p. 37) 
Society is therefore comprised of the relations between people, and people and 
their products: 
4, .... persistent relations between 
individuals and groups, and with the 
relations between these relations (and between such relations and nature 
and the products of such relations. )" (Bhaskar 1979 ibid. p. 35) 
Since social structures owe their reproduction, and potentially, transformation, to 
human activity, they too are social products. In making these products human 
activity must also produce the conditions in which they are made. Social structures 
can only, therefore, be relatively enduring. (Bhaskar ibid p. 48) Structures are not 
fixed dominant entities and though they impose limits do not determine 
performance. Language rules, for example, exist independently of usage but they 
do not determine what is said. ( Bhaskar 1979 ibid p. 45) Social structures must 
therefore be enabling, as well as restrictive of action. Society may therefore be 
defined as: 
64 - an ensemble of structures, practices and conventions which individuals reproduce, transform, but which would not exist unless they 
did so. " (Bhaskar 1979 ibid p. 45) 
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Within this framework human meanings and intentions are worked out. (Nfiles and 
Huberman 1994 ibid p. 4) These structures are invisible, like a magnetic field 
(Bhaskar ibid. p. 57), but nonetheless 'real'. Society can only be identified, like a 
magnetic field, by its effects, "it can only be known, not shown to exist". (Bhaskar 
ibid p. 57) But social phenomena such as language and hierarchies: 
exist objectively in the world and exert strong influences over human 
activities because people construe them in common ways. "(Miles and 
Hubcrman 1994 ibid p. 4) 
Just as people are surrounded by "lawful physical mechanisms" of which they are 
at most "remotely aware" (Nfiles and Huberman 1994 ibid p. 4) so their degree of 
awareness of social structures and of their influences will vary. 
Whereas societies are characterised by relationships, Bhaskar argues that people 
are of a different order, exhibit different characteristics and cannot be 
conceptualised in the same way. In Bhaskar's view, human behaviour is 
characterised by intentionally (Bhaskar 1979 ibid p. 44) which, dependent to some 
degree on neuro-physiological complexity, facilitates the ability to initiate change 
in a purposeful way as well as the capability to monitor, and to monitor the 
monitoring of performance. Individuals have the ability to reflect and produce a 
commentary on their actions, albeit with varying degrees of perspicacity, 
sophistication and frameworks of understanding. These properties are not 
characteristic of a society. In this conscious activity people reproduce and may also 
transform society, though they may not always be aware of doing so. Bhaskar 
(Bhaskar ibid p. 44) cites the example of people who marry and in doing so 
perpetuate the nuclear family, but this was not their reason for marrying, or work 
to sustain the capitalist economy though this was not their reason for working. 
But, the reproduction and transformation of society, Bhaskar (Bhaskar 1979 ibid 
p. 46) emphases, is a skilled performance, though often unconsciously achieved, by 
active agents. It does not occur as a mechanical response to pre-existent 
conditions. 
If one accepts that people and society are of a different order then there must be 
processes by which the relationship between the two come together: what Bhaskar 
refers to as "a system of mediating concepts" (Bhaskar 1979 ibid p. 50) The skills, 
competencies and habits, appropriate to particular social contexts, and necessary 
for the reproduction and possible transformation of society are acquired through 
the ongoing process of socialisation and induction. 
The contact point linking human agency to social structure must, Bhaskar argues, 
both endure and be capable of immediate occupation by individuals. He argues that 
the mediating system is made up of: 
"positions (places, functions, rules, tasks, duties, rights, etc. ) occupied 
(filled, assumed, enacted, etc. ) by individuals and of the practices 
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(activities, etc. ) in which by virtue of these positions (and vice versa), they 
engage. "( Bhaskar 1979 ibid p. 5 1) 
Such positions and practices can only become operationally enacted, relationally. 
Thus, individual agency, characterised by intentionality, is linked to social 
structures, characterised by the relational. It is in understanding these relations, 
Bhaskar argues, that the study of sociology lies. 
In terms of this study, and of the related literature search, Bhaskar's perspective 
4prepares the ground'(Mouzelis 1993 ibid p. 676) and provides a conceptual 
framework in which to operate. 'Voluntarism' is avoided since the influences on 
applicants of others and of social structures is recognised. Alternatively entry to 
higher education is not socially determined, though the significance of structural 
factors is recognised. The influence of small scale interaction in, for example, 
families and schools, can also be taken into account. The student is not reduced to 
the 'cultural dope' suggested by Garfinkel (Collins 1992 p. 87,88). Intentionality, 
and human action as agency, make it possible to retain the applicant as central thus 
avoiding the 'death of the subject', subsumed in social interaction. (Mouzelis 1993 
ibid p. 685) In recognising the difference between agency and structure allowance 
is made for the contribution of empirical study at both a macro and micro level 
whilst avoiding the problem of attempting to squeeze both into the same 
conceptual framework. Finally, each applicant can be conceptualised as an agent, 
carrying the 'baggage' of experience, gained in particular sub-structures uch as 
education, and thence actively seeking to develop, or change, their 'position' in 
society as a result of the perceived benefits accruing from higher education. 
Implications for method. 
Developing theory into empirical research in terms of Ws study demonstrated the 
need to ask different kinds of questions. Interest in the changing characteristics of 
the student population lent itself to, or required quantification, for example, how 
many students in the sample possessed specified characteristics for purposes of 
comparison with the changing patterns in higher education as indicated by the 
literature search. The second aspect, that of comparing characteristics with prior 
experience, is more problematic, however, since human experience is not always 
readily expressed in numerical terms. Data on 'what' an individual has experienced 
can be obtained by quantitative means, for example, what kind of school they 
attended, whether they attended courses in FE or whether they studied full-time or 
part-time, can be developed into an educational 'biography' and indicate which 
route they followed to enter ]HE. Experience in this form can be gathered via a 
questionnaire. But the content of experience and its effects, cognitive, emotive or 
motivational, the meanings attributed to the experience, of, for example, a 
particular route into HE or elements of such a route, are less amenable to 
quantification. These aspects required qualitative exploration. The application of 
both quantitative and qualitative methods was therefore required. 
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Bhaskar's (1979) perspective recognises the difference, though inter-relationship, 
between structure and agency. It is argued that viewed within this perspective the 
differences, though inter-relationship, between quantitative and qualitative research 
paradigms can also be taken into account. In terms of this study no attempt is 
made to reconcile these differences: they are irreconcilable in the sense that they 
deal with different things. But it is argued that a recognition of differences and of 
the strength of contribution, and shortcomings, of both approaches makes it 
possible to explore and relate together aspects of student characteristics and 
experiences prior to entry to university. 
Cohen and Manion (1992 p. 6) express the differences between quantitative and 
qualitative research paradigms in terms of different conceptions of social reality. 
For the positivist, operating in a 'natural sciences' tradition, there is a 'reality' 
which exists independently of people but which can be discovered by people using 
their senses and observing. Discoveries can be expressed as factual statements: 
-To the positivist the world is rational, it makes sense, and, given sufficient time 
and effort, it should be possible for it to be understood through patient research. " 
(Basscy 1991 ibid section 8-3) 
With reference to educational research, Bassey (1991 ibid Section 7) argues that 
the primary difference between the two paradigms is the desire to generalise on the 
basis of findings. The positivist seeks to assess the relationships between variables 
through objective, value free, observation. The reliable and valid measurement of 
constructs and collection of numerical data analysed through statistical procedures 
is expected to support the search for law-like regularities. The social world can be 
understood in much the same way as the natural world. 
The qualitative researcher perceives the social world to be of a different order to 
the natural world to the extent that it can be neither understood nor studied in the 
same way. Social reality is not 'out there, existing irrespective of people but is a 
construct of the human mind. 
"People perceive and so construct the world in ways which are often 
sinfilar but not necessarily the smne. " Bassey (1991 ibid 8.10) 
These constructions occur within cultural, social and historical relationships. 
(Henwood and Nicholson 1995 p. 109). The researcher cannot 'stand outside' the 
reality of the social world since they are a part of it and it is affected by and affects 
them. The data collected is not numerical but verbal, or verbal representation of 
behaviour. 
"By the term qualitative research we mean any End of research that produces 
findings not arrived at by means of statistical procedures or other means of 
quanfificafion. " (Strauss and Corbin 1990 p. 17) 
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The results are largely 'Interpretive and the requirement for replication and 
generalisation reduce in significance since there are no 'general laws' to be sought. 
The quantitative researcher can lay claim to 'hard', generalisable data which can be 
verified and its reliability argued via sophisticated statistical techniques. Findings 
may still be fallible and open to interpretation but there is a 'common ground' of 
concepts and techniques between researchers which provide a basis for assessment 
and discussion. Qualitative methods present greater problems in terms of reliability 
and validity. This leads Nfiles and Huberman to suggest that: 
"Seen in traditional terms the reliability and validity of qualitatively 
derived findings can be seriously in doubt... " and "... a deep dark question 
about qualitative studies remains. " (Miles and Huberman ibid 1994 p. 2) 
They summarise problematic issues which surround qualitative research to include: 
the labour-intensiveness (and extensiveness over months or years) of 
data collection, frequent data overload, the distinct possibility of 
researcher bias, the time demands of processing and coding data, the 
adequacy of sampling when only a few cases can be managed, the 
generalisability of findings, the credibility and quality of conclusions, and 
their utility in the world of policy and action. "( Miles and Huberman 1994 
ibid. p. 2) 
In response to these criticisms the researcher in the qualitative paradigm can offer 
a collection of alternative values to a quantitative approach. These values include 
the proximity to a 'local' situation, rather than use of the mail or telephone, 
ongoing flexibility in developing data collection, increased time permitting the 
study of processes, the 'richness' available through 'thick description', the 
opportunity for studying 'lived experience' and therefore the meanings people 
place on the events, processes and structures of their lives (Miles and Huberman 
1994 ibid p. 10) All provide data and possible insights which are difficult if not 
impossible to obtain via quantitative methods. 
Representation of the two research paradigms as dichotomous remains. "Fierce 
battles have been fought on this topic. " (Nfiles and Huberman ibid 1994 p. 40) In 
their argument for a 'new paradigm' in research in psychology Harre and Gillett 
(1994 pp 1- 17) refer to the 'clash of paradigms' in criticising both experimental, 
"old paradigrrf', "positivist", and cognitive psychology. Adopting Bhaskar's 
theoretical perspective, however, it is argued that quantitative and qualitative 
research methods study different, though interrelated and interacting, phenomena. 
Both paradigms, with their advantages and shortcomings, offer different, though 
equally valuable interpretations. 
Wes and Huberman (ibid 1994 p. 4), echoing Bhaskar's perspective, argue that: 
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... social phenomena exist not only 
in the mind but also in the ob ective 
world - and that some lawful and reasonably stable relationships are to be 
found among them. The lawfulness comes from regularities and sequences 
that link phenomena together. " 
Arguing on this basis, findings drawn from each paradigm may be compared or 
both paradigms might be applied in the same research study. Strauss and Corbin 
suggest that: 
'-Me two types of methods can be used effectively in the same research 
project. " ... "One might use qualitative 
data to illustrate or clarify 
quantitatively derived findings; or, one could quantify demographic 
findings. Or, use some form of qualitative data to partially validate one's 
own qualitative analysis. " (Strauss and Corbin ibid 1990 p. 18) 
An alternative approach is the use of a survey to provide a broad picture of a 
phenomenon and a qualitative study to cover a more limited area of the same 
ground or to use two aspects of a study to ask distinct questions about the same 
research area (Mason 1994 p. 90 in Bryman and Burgess ed. ). Woods, working 
within an interactionist framework, argues that it is not essential to create the 
impression that distinctive, sometimes apparently oppositional forces, are working 
in tension with each other: 
"Tbere is another alternative, which is to take both into consideration, and 
there arc signs that theories and arguments gather strength when this is 
done. Hence macro theories can be reinforced by sound ethnographic data. 
But the micro situation can only be understood properly if it is realised 
that there are sinews and filaments in it that reach out into the wider 
world. "(Woods 1983 p. 178) 
Mies and Huberman (1994 ibid p. 41), though working within a qualitative 
paradigm, are supportive of links between qualitative and quantitative research, 
offer support for this approach and indicate a number of alternative research 
designs via which effective linkage might be carried out. Henwood and Nicholson 
(1995 ibid p. 109) argue, in broad terms, that the two paradigms lead to a greater 
diversity of approaches and methods together with a critical awareness of their 
strengths and weaknesses and that researchers "may often wish to argue for a 
principled n-dxture of quantitative and qualitative methode'. 
Summary. 
Bhaskar's (1979) perspective constitutes the substantive theoretical orientation 
within which the study is placed. Within this relational framework it is possible to 
recognise the individual as an agent but to take account of the influences of small- 
scale interaction and of social structures. Recognition of the differences between 
agency and structure, whilst taking account of their interdependence, facilitates the 
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application of quantitative and qualitative methods in formulating the different 
questions demanded in exploring the issues involved in the study. The means 
adopted to link together the quantitative and qualitative methods used in this study 
is dealt with in the next chapter (Chapter 4. Method). 
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Chapter Four. Method 
The issues which the study set out to explore are stated in Chapter 1: 
" diversity of student characteristics 
" aspects of student experience prior to entry, including the education routes 
followed into higher education 
" student expectations of higher education 
This chapter details the method employed to carry out the study. Method is placed 
within the theoretical framework outlined in Chapter 3, the design and content of 
the questionnaire (qualitative element) and focus group interviews (quantitative 
element) are described and the samples, data gathering procedures, contexts, 
validity and reliability and methods of analysis for each element of the study are 
considered. Each element of the study is first discussed in isolation. The means by 
which the two elements were related together is then explained with the support of 
a schematic representation (Figure 4.1 p. 77). 
Quantitative element. 
Questionnaire design and content. 
The questionnaire was developed from the literature review (Chapter 2), - the 
personal experience of the researcher (Preface) and discussion with university staff. 
A summary of questionnaire content is provided below and a copy of the 
questionnaire is appended (Appendix 2). 
The questionnaire was designed to gather data on student experiences up to the 
point of gaining entry to higher education. A further factor in design was an 
attempt to devise a 'biographical' framework. The aim was to obtain an indication 
of the pattern of aspects of student experience, 'what had happened' to students in 
selected areas, prior to the commencement of their study programme. The data 
was not intended to be comparable with that which would be obtained from in- 
depth interview techniques with individuals but to allow for a search for patterns. 
These might then be seen against student characteristics. 
In the light of this biographical intention the questionnaire was divided into six 
sections: 
1. Course and Personal details 
2. Occupational Background 
3. Educational experience 





Section I requested what were considered to be salient student characteristics: 
0 course and subjects studied. 
0 gender, requested during data collection or obtained from course fists 
ethnic origin (using the same format as the university application form) 
age, in 5 year time spans from 'under 20' to 'over 50' 
disability, both registered and not registered 
family responsibilities including children and other dependants 
Section 2 was concerned with occupational background 
Data on the occupational background of students was included to embrace an 
important area of 'life experience'. It included both employment and 
uuemployment, and the vocational skiffs, expertise and responsibilities which 
students brought with them to their university experience. The occupational titles 
of the student and both of their parents were requested. The latter information was 
requested in order to obtain an indication of student social class background. The 
effect of employment and unemployment on the decision to enter higher education 
was also explored. 
Consequently data was gathered on: 
employment experiences, including duration, breaks in employment for family 
responsibilities including child-rearing, and the effects of employment 
experiences on the decision of students to enter higher education. 
the occupational titles of the student, their mother and their father. (These 
were used as the basis for social class analysis as well as an indication of the 
type of work in which students had been involved. ) 
experience of unemployment, including the number of times unemployed and 
duration, and the effects of unemployment experiences on the decision of 
students to enter higher education. 
experience of Government Training Schemes and work experience 
the effects of employment and unemployment on the decision of students to 
return to education 
the extent to which students experienced discrimination in employment. 
Section 3 Educational Experience. 
This section was designed to structure student experiences into a 'flow chart', or 
'trace' format partly to support the general 'biographical framework' of the 
instrument but in addition to attempt to isolate the 'routes' followed by students 
through the education system prior to entry to university. Question content offered 
respondents , alternatives at 
the various stages of the education system from 




Students were also asked to provide information on qualifications obtained, using 
the format offered on the university application form. Students who left school 
without the qualifications required for entry to higher education were asked how 
long it had taken them to obtain these. 
Section 4. Advice, guidance, information and influences. 
This section explored the sources of advice, guidance and information used by 
students in entering higher education and the people who influenced their decision. 
Sources and influences were divided into the formal, (educational and other 
institutions offering information, advice and guidance) and informal, (family 
members, friends, work colleagues and others). 
Included in this section also was a question on why the students had chosen this 
particular university. The concern was less with the direct responses to the 
question and more with the indications which could be drawn from them; the 
factors which the students had taken into account when making their choice of 
institution. 
Section 5. Finance. 
In this section data was gathered on- 
the sources of finance used by students to fund their education immediately 
prior to and during their current programme of study 
the ease or difficulty they had experienced in obtaining funding for both of 
these 
the extent to which students expected to have difficulties in completing their 
current study programme given the funding available to them 
factors relating to part-time work as an additional source of finance. 
Section 6. Accommodation 
information on accommodation was included in part to relate the findings to 
student characteristics but also to explore the extent to which students with family 
commitments were separated from their families in order to follow their chosen 
study programme. 
The questionnaire was designed to be administered 'face to face' with members of 
the sample by the researcher who was to remain present throughout completion. 
Time was negotiated for, and with the students, to complete the questionnaire. The 
availability of time and the support of the researcher made it possible to produce a 
more comprehensive and lengthier document than would have been the case if the 
questionnaire had been intended for distribution by mail, internal to the university 
or external, to individual students. It also made it possible to explain the purposes 
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of the exercise directly to students, to deal with queries and to monitor the 
response of the students to the task. 
The questionnaire was designed to be 'read', largely, by an Optical Mark 
Reader(OMR). Exceptions to this technique included responses to questions on 
occupational titles (Questionnaire Section 2) and those questions to which students 
were offered the opportunity to add other responses in addition to those 
alternatives listed in a question. (Questionnaire Section 4. Questions 1,2, and 3, 
for example) These could not be read by the OMR and were dealt with manually 
by the researcher. All analysis beyond the OMR stage was carried out by the 
researcher. 
Pilot study. 
In all six drafts of the questionnaire were produced. A pilot study was conducted 
at draft 5, report appended (Appendix 3). The participants were obtained by asking 
for volunteers from a large lecture group (approximately 150) of third year 
students. Students from this year group were not included in the study but had 
been through the experiences being studied. The pilot study was carried out on 
January 26.1993 with two small groups of students, one in the morning and one 
during the afternoon. Small groups were selected in order to facilitate discussion. 
participants in the pilot study found that, relevant to their experience, the areas 
included in the questionnaire were appropriate but suggested changes and 
additions in content and wording in response to which some modifications were 
carried out in the formulation of draft 6 of the questionnaire. The discussion which 
developed during the pilot study indicated the range of experiences to be found 
among the students and supported the inclusion of a qualitative research element. 
The Sample. Students and Programmes of Study. 
The institution in which the study was carried out was formerly a polytechnic 
which became a university in 1991. The Prospectus presents an encouraging 
attitude towards the widening of the characteristics of student population. In 
stating entry requirements flexibility of approach is emphasised. The entry 
requirements listed include points equivalents for A-level and AS-Levels, BTEC 
and GNVQ Advanced, Access to Higher Education Certificate and a range of 
international qualifications. The university emphasises: 
"All applications are considered on their individual merits. These requirements (as 
listed in the Prospectus and summarised above) are given as a guide only 
(document emphasis) . Admissions tutors will take into account a variety of factors 
when maldng offers. Any appropriate qualification and experience may be 




This stance was supported by an equal opportunities statement (university 
prospectus p. 35) and by a statement of encouragement to mature 
students(Prospectus p 39), over the age of 21 who, the Prospectus claims, 
constitute 45 per cent of the student body. 
The study sample comprised 251 students, all full-time, who commenced their 
university programme at the start of the academic year 1991/1992. It was drawn 
from three programmes of study all operating within the School of Education but 
differing in a number of respects. 
The B Ed Primary and B Ed Secondary programmes are both initial teacher 
training courses which offer first degrees in education and, as their titles indicate, 
prepare students to work in primary or secondary schools. The third programme 
included in the sample is the Modular Degrees and Diplomas Scheme (referred to 
throughout this study, including charts and tables, as MODDS) which offers 
students the opportunity to design a programme of study most appropriate to their 
particular academic, career and personal goals. Subjects can be studied from all of 
the Schools of the University, either in combination with each other or, in many 
cases, as specialised awards. "Indeed the Scheme offers the largest number of 
subject choices among British Universities"(University Prospectus). At the time 
when the study was carried out nearly a quarter of the University's students chose 
to study via the MODDS format. The programme duration is 2 to 4 years full-time 
or 5 to 6 years part-time, though this varies dependent upon choice of studies. All 
of the MODDS students in the sample had chosen educational studies as part of 
their study programme. This should not be taken to imply that they would choose 
teaching as a career. 
Teacher Education Courses 
Entry requirements for the courses in the study mirror university policy. Subject 
point requirements for A-level are fisted in the university prospectus for the B Ed 
Primary course but a variety of other qualifications are fisted as acceptable and 
applications from "mature people (over the age of 21)" are "positively" welcomed. 
Applicants in this category are interviewed and "may be accepted without the 
standard requirements. " For entry to the B Ed Secondary programme 
"Particular point scores are not considered relevant as a wide range of 
offers is made; factors include subject choice, the interviews, and relevant 
extra-curricula ctivities. " 
Entry requirements for MODDS are not listed as differing from university general 
requirements. 
The Primary B Ed course was of 4 years duration, full-time and comprised 4 main 
elements: Specialist Subject Studies, Applied Subject Studies, Teaching Studies 
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and School Experience and Teaching Practice. The B Ed Secondary course 
includes 2 programmes of study in subject areas in secondary schools. A course of 
4 years duration, full-time, qualifies teachers in Technology: Business Studies, 
Technology: Design and Technology and Mathematics. In addition the School 
offers a short, two year degree course -with an option of a third year, full-time for 
honours. This course adds Modem Languages to the subject options available. To 
follow this shortened course students need a BTEC, HND, HNC or its equivalent 
in their chosen subject area whilst professional experience is a great advantage. 
Data Gathering. 
Data was collected from groups of students by the researcher either during a class 
or immediately after the close of a class. For the Primary and Secondary courses 
the classes were teaching groups, usually approximately 20 students. The 
complexity of the MODDS programme made the use of teaching groups 
problematic. Data was collected at the commencement of a large group teaching 
session. The sample is comprised of students who were present in the class on the 
day on which the data was collected. 
Strenuous efforts were made to increase the size of the sample by re-visiting 
classes and distributing questionnaires to students who had not been present, or 
leaving questionnaires with members of staff to distribute to students. The follow 
up response was very poor. Only two further questionnaires were returned which 
were inadequately completed. They were not included in the sample. 
Sample details are provided in Table 4.1 
Table 4.1 All Samg)le: three courses. 
B Ed B Ed MODDS total 
Primary Secondary 
All course 143 114 110 367 
sample 92 89 70 251 
percent 64 78 63.6 71 
Data gathering was carried out between March 9.1993 and March 26.1993. In 
each instance teaching staff were approached, beforehand, by the researcher, the 
nature and purpose of the project was explained and, after ensuring willingness to 
co-operate, a date and time was negotiated. 
A standardised procedure was adopted on each occasion that the questionnaire 
was administered. Students were presented with the questionnaire and were 
informed of the purpose of the study using an overhead projector slide (Appendix 
4). The requirement to complete the questionnaire in accordance with the demands 
of the OMR was also explained using an overhead projector slide. (Appendix 5). 
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Students -were assured that confidentiality would be maintained and that if they 
found any of the questions unacceptable or inappropriate they should not complete 
them. Respondents were given the opportunity to withdraw if they wished. 
Students were offered the opportunity to ask questions throughout the procedure. 
During the whole data collection exercise 3 students exercised the right to 
withdraw. 
Students were not required to complete the questionnaire under "examination 
conditione'. An informal atmospheri was encouraged once the initial explanation 
had been completed as this participation was considered more likely to promote 
higher quality responses. The researcher was available throughout to deal with 
queries. 
Each data collection session was characterised by periods of subdued silence but 
on most occasions there was also an interchange of views between the students 
and between students and the researcher. No negative responses from students to 
the process were recorded though there was a sense of ambivalence from some 
individuals on occasion. In general students were positive and considered 
responses with care. Awareness of participants as to the nature of the 
questionnaire was characterised by one of the students who, while completing the 
exercise and discussing one section with the student next to her, commented "This 
is my life story, that's yours! " 
Data analysis. 
The questionnaire was devised to produce a detailed description of the 
characteristics and experiences of a relatively small sample. It was decided 
therefore to concentrate on description using spreadsheet and database. 
Reliability and validity 
Data gathering for the quantitative element of the study was concentrated in one 
area of the university and one group of courses. It is necessary to remain guarded 
therefore on the extent to which findings can be generalised to the student 
population of the institution as a whole or to higher education. Evidence, provided 
in the next chapter, will suggest, however, that the characteristics of the sample 
bear comparison with national data on the student characteristics of teacher 
education courses. But, 'specification' (Krueger and Morgan 1993 p. 9) rather than 
'generalisation' was the aim. The study was intended to be exploratory, to 
consider a small sample in some depth, across selected aspects of prior experience. 
To that extent results are recognised as provisional. 
internal to the study, attempts to take reliability and validity in to account were 
instituted by the following means; content, with some additions, was related to the 
findings of the literature revievr, careful, and detailed, preparation of the 
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questionnaire involving four experienced staff (3 senior members of the university 
staff, experienced in research, plus the researcher); the pilot study, the use of a 
single researcher and a standardised procedure for data collection; the presence of 
the researcher throughout data collection; were all instigated in an attempt to 
ensure validity and maintain reliability. Reliability and validity were therefore 
integrated, as an ongoing process, into the development of the study. 
The Qualitative element of the Study. 
The qualitative element of the study comprised focus group interviews conducted 
with students following Access courses in a college of further education and with 
school sixth formers. This element of the study was initiated through informal 
discussion between a senior member of the university staff and the tutor for 
Access courses in a local College of Further Education during which the possibility 
of a collaborative research project of some kind was considered. The type of 
project was not at that stage specified. 
-tDuring the design stage of this study it became apparent that collaboration offered 
opportunities for introducing additional dimensions in terms of both data and 
method. it would have been feasible to have used the questionnaire sample as the 
source for individual interviews or focus groups and to have utifised responses to 
the questionnaire as the basis for further exploration of prior experience. However 
members of the questionnaire sample had already gained entry to university. The 
utilisation of alternative samples, aspiring to access to higher education, offered 
the opportunity of obtaining a perspective from those still in the process of 'prior 
experience' and in appropriate contexts. Responses might therefore be expected to 
be more immediate than those obtained from students already in university. The 
Access courses represented one of the 'routes' into higher education identified 
from the literature review and also the 'non-traditional' entrant. The schools 
samples were added as representative of the 'traditional' student and 'route'. The 
focus group interview approach could be carried out within existing resources and 
lent itself to administration by a single researcher. 
As a result it became possible to compare data gathered from Access students, 
school pupils and the questionnaire sample. The way in which the elements of the 
study were drawn together is shown in Figure 1.1 (Chapter 2 p. 6) 
Focus Groups 
Focus groups were developed by social scientists during the 1930s and 1940s as a 
non-directive approach to data collection (Krueger 1994 pp. 7-8) as an alternative, 
additional technique to individual interviews. Since the 1960s they have been used 
extensively by market researchers as a means of determining consumer views of 
products, or potential products. 
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"In the last decade, serious applied and scholarly researchers have also 
discovered the technique and are now using it for data collection on a wide 
variety of issues and topics. " (Anderson 1990 p. 24 1) 
Anderson (1990 ibid p. 241) states: 
"A focus group is a group comprised of individuals with certain 
characteristics who focus discussion on a given issue or topic. " 
Krueger (1994 ibid P. 6) offers the following more comprehensive definition: 
"In summary a focus group is a carefully planned discussion designed to 
obtain perceptions on a defined area of interest in a permissive non- 
threatening environment. It is conducted with approximately 7 to 10 
people by a sIdlled interviewer. The discussion is comfortable and 
enjoyable for participants as they share ideas and perceptions. Group 
members influence each other by responding to ideas and comments in the 
discussion. "
In the same way as individual interviews, focus groups offer the opportunity to 
expand on and clarify responses but the focus group goes a step further in 
providing a situation in which the "synergy of the group adds to the depth and 
insight" (Anderson 1990 p. 241) Further: 
"As they (participants in focus groups) hear others tak however, they can 
easily identify the degree to which what they are hearing fits their 
situation. By comparing and contrasting, they can become more explicit 
about their own views. In addition, as they do express their own feelings 
and experiences, they may find that answering questions from the 
moderator and other participants makes them aware of things they had not 
thought of before. " (Morgan and Krueger 1993 ibid p. 17) 
Morgan and Krueger argue that focus groups offer a particular perspective and are 
valuable in particular circumstances: 
"Clearly, the thing that distinguishes focus groups is the presence of group 
interaction in response to researchers questions. " 
And: 
"By comparing the different points of view that participants exchange .1 during the interactions in focus groups, researchers can examine 
motivation with a degree of complexity that is typically not available with 
other methods. " (Morgan and Krueger 1993 ibid pp. 15-16) 
Morgan and Krueger argue that focus groups can be Particularly valuable 
when investigating complex behaviour and motivations, and when a 
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"friendly method is needed that is respectful and not condescending to" a 
target audience(Morgwi and Krueger 1993 ibid p. 18) 
An alternative approach to justifying the use of focus groups in this research is to 
consider occasions when the approach is not valid. Morgan and Krueger (1993 p. 
I 1- 14) list situations in which focus groups are not appropriate: when the primary 
intent is not research; when discussion is not an appropriate forum; when the topic 
is not appropriate for the participants; or when statistical data are required. In 
terms of this study it is argued that none of these apply: research was the aim while 
statistical results were not sought; discussion was an appropriate forum in which to 
explore the experiences of the participants and these experiences were directly 
applicable to the participants. 
There are criticism of the approach however. Krueger (1994 ibid p. 3 1) claims that 
focus groups are valid if they are used carefully for a problem that is suitable for 
focus group inquiry. He (Krueger 1994 ibid p. 3 1) raises the question on whether 
the results of a focus group provide perceptions or whether the results were 
artificially developed by the interactions of group participants. He draws attention 
to the finding that: 
"Experts who work with small groups testify about the 
unpredictable nature of groups, and that group leaders or 
moderators can skilfully or unwittingly lead groups into decisions 
or consensus. Krueger (1994 ibid p. 3 1) 
The researcher took cognisance of this when designing and carrying out the data 
collection elements of the research. 
it has also been suggested that the effectiveness of focus groups is dependent upon 
professional, highly skilled moderators. (Anderson 1990 ibid p. 245) It may be 
argued that emphasis on the characteristics of the moderator may draw attention 
away ftom the more primary aims of the project in defining purposes and deciding 
who the participants should be. (Morgan and Krueger 1993 ibid p. 5) Of more 
significance than a professional focus group interviewer is a moderator who is 
familiar with the aims of the project, is well prepared, attentive, and experienced 
and skilful in working with (not necessarily leading) groups. (Morgan and Krueger 
ibid 1993 p. 5) In terms of this study the moderator was the researcher throughout, 
who was committed to the aims of the project, had prepared with care, who was 
attentive in carrying out data collection and lays claim to be experienced in 
working with, and leading groups, possessing the characteristics of the sample 
(late adolescents and 'adults), in educational contexts. 
Anderson argues that in terms of the constitution of focus groups: 
"It is a mistake generally spealdng to involve people who know one 
another outside the group context. Such people will not benefit as much 
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from the ideas of colleagues as they would from those of complete 
strangers. " (Anderson 1990 ibid p. 244) 
Morgan and Krueger however, suggest that the use of strangers in focus groups is 
a useful 'rule of thumb' that has become an overly rigid restriction on when to use 
focus groups. They argue that limiting participants in focus groups to strangers: 
44 
.... would make 
it exceedingly difficult to conduct focus groups in 
" organisations, communities, and other ongoing social settinge'. 
(Morgan and Krueger ibid 1993 p. 6) 
The problem of the inclusion of 'acquaintances' in focus groups might be alleviated 
by a careful approach to the selection and ordering of the questions in the 
interview guide, expanding the number of groups to avoid the "narrow set of 
concerns that may dominate a particular set of acquaintances", and to rely on the 
skills of the moderator to "meet the challenges imposed by such groups"(Morgan 
and Krueger 1993 ibid p. 6) . Nonetheless, account must 
be taken of Anderson's 
cautionary note: 
'There is a particular danger dealing with intact groups which have 
evolved a life and personality of their own, which is rarely conducive to 
the focus group purpose. "(Anderson 1990 ibid p. 244) 
In this study, the participants in groups may have been known one another, some 
may have been friends, but no 'intact' or 'established groups were used. in 
accordance with the recommendations of Morgan and Krueger(Morgan and 
Krueger 1993 ibid p. 6), a number of groups were used (four groups from schools 
and four from Access courses). Interview content and the order of questions was 
developed with some care. 
A further criticism of focus groups is that they 'produce conformity' (Morgan and 
Krueger 1993 ibid p. 7). This suggestion has arisen out of studies on group 
decision making. Focus groups are concerned with exploring experiences and 
feelings and not with decisions. When participants realise that exploration is the 
goal then conformity is less likely to be a problem. (Morgan and Krueger 1993 ibid 
p. 7) With reference to this study, decision making was not a goal and the aims of 
the project were made clear to participants at the commencement of each of the 
group sessions. 
Relative to this study, the concept of focus groups, in addition to providing an 
alternative, non-directive, approach to the questionnaire, lent itself to the 
exploration of issues and was amenable to width of coverage using the group as 
the unit of research (Crabtree and Miller 1992 p. 16). The approach also allowed 
for the consideration of individual characteristics and biography. In addition, it 
offered a means of more direct access to student perceptions of their experiences 
prior to entry to university, a means of relating qualitative findings to quantitative 
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results and an opportunity to compare the experiences of groups of 'non- 
traditional' with 'traditional' students. 
Reliability and validity 
In common with other qualitative methods, focus groups present problems in terms 
of validity and reliability. The problems of reliability and validity, and some of the 
perceived values, associated with qualitative research in general were alluded to in 
Chapter 3 (p. 5 1) of this study. Much of the dissensus in terms of validity revolves 
around the 'generalisabhlity' of the results: the extent to which the results can be 
externally generalised to similar situations or can be recognised 'internal' to the 
study in understanding the behaviour of theyarticular groups being observed. 
Morgan and Krueger (1993 ibid p. 9), for example, cite a further criticism of focus 
groups, that they need to be validated against other methods. This represents an 
element in the discussion developed in Chapter 3(p. 50) of this study on the 
relative merits of quantitative and qualitative methods. All qualitative methods may 
be reduced to a preliminary role that prepares the way for 'real research'. Morgan 
and Krueger (1993 ibid p. 9) draw attention again to the Oference in types of 
research question: 'what-and-how-many questions' need to use different methods 
to 'how-and-why questions'. 
'Vhen the goal is specification rather than generalisation, focus groups 
and other qualitative methods are the appropriate tools. " (Morgan and 
Krueger 1993 ibid p. 9) 
The concern of this study is 'specification' rather than 'generalisation' and, 
therefore, in common with the approach adopted towards reliability and validity 
for the quantitative element the primary concern is-with factors internal to the 
study. 
Many of the concerns of reliability and validity were dealt with in the last section in 
attempting to overcome the criticisms directed towards the use of focus groups as 
a method, for example, arguing the validity of the focus group approach in this 
context, avoiding the use of 'intact' groups whilst recognising the possibility that 
members of groups might be acquaintances, the researcher's claim to experience in 
worldng with groups and with groups sharing the characteristics of the sample, in 
addition, the use of 8 groups, 4 in each category. 
Krueger states, in terms of focus groups, that he "finds it useful" to explain validity 
in the sense that: 
"Focus groups are valid if they are used carefully for a problem that 
is suitable for focus group inquiry" (Krueger 1994 ibid p. 3 1) 
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It has been argued here that, with reference to this study, the approach has been 
used carefully and that a focus group approach is suitable for the investigation 
undertaken. However, Krueger's (Krueger 1994 ibid p. 31) wider approach was 
adopted. Avoiding the cynicism which assumes that nothing is valid, avoiding 
"optimistic faith" in measuring instruments, "that if a procedure has been 
developed by leading experts it must be 'Wid" and adopting a "middle ground"; 
taking some faith in the method adopted but treating all results with a "healthy 
scepticisrrf'. 
Negotiating access. 
Access to the college of further education had already been agreed and further 
negotiation was informal. A proposed structure and content was prepared and 
discussed with the Access courses tutor who agreed to provide a room and 
arrange for 4 groups of mixed gender, of approximately 8 students, 2 groups 
following pre-Access courses and 2 following the Access course itself 
Access to the four secondary schools required a more formal procedure. Four 
schools were approached based on the advice of the Co-ordinator, Supervised 
Teaching Experience (Secondary) in the university on their likely willingness to be 
interviewed. A procedure for arranging the interviews was then formulated 
comprising telephone contact, a meeting with a representative in the school, at 
which an information package was presented, leading to an opportunity to carry 
out the interviews. The details of the procedure are appended (Appendices 6 (a) 
and 6 (b)). All of the schools approached agreed to take part. 
Interview design and content. 
The general aims for each interview were to develop a structured, purposeful 
discussion, to avoid interviewer control or domination of the situation, to involve 
the students, and to maintain the "flow" of interaction by following the lead 
offered by the students in exploring a content area. At the same time it was 
necessary to ensure that the areas of interview content were covered by, for 
example, asking supplementary questions, returning to an area which had not been 
adequately covered or choosing appropriate times to change the topic area. All of 
the content areas were discussed in each group but the extent and depth of 
coverage shows some variation. There is compensation for this however when 
each of the areas is considered across all of the groups. 
The duration of about an hour for each group interview was selected as sufficient 
to gather the data required, appropriate to retain student interest and 
concentration, sufficient to maintain meaningful dialogue and acceptable to the 
institutions and the participants, given timetable commitments. Interview content 
was devised to reflect the differing experiences of the two categories of student. In 
each instance broad areas of content were produced, four in the case of Access 
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students and five for schools, within which further aspects to 'probe', or consider 
in more depth, were included. 
Direct relationships with questionnaire content were not made in the broad areas 
of the interviews but it was anticipated that commonalities would emerge during 
the interviews. Aspects of occupational background, educational experiences, 
influences, finance and accommodation included in questionnaire content were 
expected to derive from the interviews (see Figure 1.1 p. 3) Two additional areas 
were introduced which were not included in the questionnaire: student 
expectations of university and student aspirations beyond university. These were 
included as appropriate areas to consider using this method, as relevant to the 
groups of students at this stage in their education, as appropriate areas in which to 
compare 'non-traditional' and 'traditional' students, and as a means of exploring 
the influence of the perceived outcomes of higher education on prospective 
applicants. 
Access: content areas. 
1. Why the students came back in to education and what they were doing 
before. 
Probing for: 
their situation when they made the decision to return, the factors which influenced 
that decision, whether they were working and what kind ofjob they were doing. 
2. What the students had gained from the course. 
Probing for: 
the students' views of what counts as gained, sources of support and advice, 
obstacles and problems. 
3. What do the students think university will be like? 
Probing for: 
those aspects of university which they see as significant, obstacles and problems, 
work, both quantity and level, people, both students and staff. 
4. Aspirations. 
Students were asked where they saw themselves in 5 years time. 
Probing for: 
outcomes, what they hope to gain, their view of careers. 
Schools: content areas. 
The interview was designed to cover 5 broad areas: 
1. Staying on at school. 
Why did you decide to stay on at school? 
probing for: 
when did they start to consider the decision, when did they arrive at the decision, 
who was involved, who did they perceive to be influential, who did they seek 
advice from, what sorts of things influenced the decision, did they consider any 
alternatives and what were they, had anyone else in the family stayed on at school? 
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2. Higher Education. 
Why did you decide to go into university? 
probing for: 
when did they start to consider the decision, when did they arrive at the decision, 
who was involved, who did they perceive to be influential, who did they seek 
advice from, what sorts of things influenced the decision, did they consider any 
alternatives and what were they, had anyone in their family been to university, did 
they know anyone who had been to university? - 
3. Why did you choose a particular institution? 
probing for: 
factors which influenced their choice, what they took into account 
e. g. the reputation of a particular institution(are students aware of a "league table" 
of HE institutions) facilities, a particular course, subjects, distance from home, 
social life, other factors 
4. What do you think university will be like? 
probing for: 
views of university life, any feedback they have received, what their view of 
university is based on, fears and concerns(e. g. finance, coping with the work, 
coping with new people and new situations) sense of anticipation, what they hope 
to get out of university while they are there. Academic versus instrumental 
viewpoints ( education "for its own sake" /education as "a means to an end") 
5. Aspirations 
Where will you be in 5 years time? 
probing for outcomes, in terms of what they hope to gain 
their view of work and careers (evidence of positive or negative views of graduate 
employment) 
evaluation of university experience and qualifications. 
Data Gathering. 
Data was collected from the Access and schools groups on the dates shown: Table 
4.2. 












The data gathering exercise was carried out in the four schools at about the same 
time, when the process of application was significant to the participants, dependent 
on date and time convenient to the school. It was more convenient for the college 
to produce two groups at a time. In consequence the exercise was carried out in 
consecutive academic years. 
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Efforts were made to standardise data gathering procedures for all of the 
interviews. The introductory format was similar for both Access and schools 
interviews but with some variation in content. The participants were all volunteers 
but were offered the opportunity to withdraw following the introductory 
explanation and were assured of confidentiality. No students took up the option to 
withdraw. 
The introduction of a brief questionnaire to record some basic information for 
comparison with the quantitative element, for example, gender, racial origin and, in 
the case of the Access students, former occupation, was considered (Anderson 
1990 ibid p. 225). The proposal was excluded on the grounds that it would detract 
from the spontaneity of the interviews and that sufficient - appropriate information 
could be obtained during the course of the interview. 
Introductory statement: Access interviews. 
The format and content which follows was presented at each interview, not 
verbatin-4 with very minor variations. 
1. Researchers name and status. Who am I? 
The interviewer provided his name and status. 
2. The purpose of the interview. Why am I here? 
The fact that the study was being conducted on behalf of the university was 
stressed - "official university research7. The population of universities has in recent 
years begun to change in mainly 2 ways: 
more mature students are entering higher education 
they are entering by a variety of routes, in addition to the "traditional A-level 
route" 
The university therefore wants to know more about its students, about the 
experiences that they bring to university with them and about how they see their 
future. 
3. What are we going to do? 
I shall ask some questions or make some statements and ask for your views, 
opinions, comments, any contribution you may wish to make. I am interested in 
your personal views and experiences so there are no right or wrong answers. I am 
less interested in the course you are on now and more in the ways in which you 
come to be here and where you see yourself going. 
4. Use of tape recorder. 
The proceedings will be taped but I shall not be asking for your names and no one 
will be able to identify you. 
5. Opportunity to withdraw. 
Now that you know what this is all about and what is going to happen you are free 
to withdraw. No students chose to withdraw. 
Interviews A and C involving students who were following the 'fiau' Access course 
were opened in the same way: 
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"You get chatting to someone in a pub, on a 'bus, cafe, whatever and you 
start to tell them about the course. They think that it is something that they 
would like to do. What advice would you give them? " 
The "opener" was selected in order to reassure the students that content would not 
be threatening, to set an informal atmosphere and to put the students in control of 
the situation through offering their valid experience to someone else. 
The other 2 interviews, Interviews B and D, were opened by asking students how 
long they had been on the course, followed by what they were doing before, as an 
topener', the aim being to introduce the interview with the students' most 
immediate experiences. 
Introductory statement: schools interviews 
The format and content which follows was presented at each interview with minor 
variations, though not verbatim. 
1. Researcher's name and status. Who am I? 
2. The purpose of the interview. Why am I here? 
A3 year research study at the University which is concerned with higher education 
and in particular with students. Over recent years the population of higher 
education has changed and is continuing to change and to grow. In consequence 
universities need to know more about their students, the kind of people who are 
coming in to universities, why they come, what they are hoping to get while they 
are on a course and what they hope will result at the end. 
3. Structure. (What are we going to do? ) 
I am going to ask for your views on higher education and your experiences as you 
have prepared to go into higher education. There are no right or wrong answers. 
VVhat you give is your opinion or your experience. I haven't asked for your names 
and I don't intend to do so. There is no reason for you as an individual to be 
identified. 
4. Use of tape recorder. 
I shall tape record what we all say. 
All I want you to do is to express your honest opinions and state your experiences 
of the issues I raise. 
Students were then given the opportunity to withdraw. None chose to do so. 
All of the schools interviews opened with a discussion on their reasons for 
deciding to stay on into the sixth form: "Two years ago you could have burned 
your blazers or whatever, and left school for ever. Why didn't you" 
Sample: Access. 
Three of the Access groups( groups A, C and D) comprised random samples of 
volunteers who were requested by the course tutor to take part: students who 
happened to be in the common room at the time, shortly after taking their lunch. 
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This approach ensured that students took part willingly, at a time which was 
convenient to them, and, since the exercise was presented to the students at very 
short notice, that they had no knowledge of aims or content and no opportunity to 
prepare responses. This approach also contributed to the informal tone of the 
exercise which was considered desirable. Some of the students knew one another, 
some were friends, but they did not comprise a cohesive group following the same 
programme of study. They had, however, shared the common experience of the 
Access course. 
The fourth group (Group B) comprised members of a class who were asked to 
take part at the end of a taught session. Spontaneity was maintained in that the 
students had no prior knowledge of the activity, and all agreed to take part but the 
size of the group was counterproductive: 5 of the students took no part in the 
discussion and the interviewer thought it inappropriate to ask them direct 
questions since they gave the impression that they had no wish to contribute. The 
size of the group and of the room made it difficult to draw those who were 
unwilling to contribute in to the discussion given the time available. The group was 
drawn together as members of a particular teaching session rather than course 
group and had known one another for only a few weeks. They did not therefore 
comprise a cohesive group. Results obtained were valid in the context of the study, 
however, since those willing to contribute created a lively and fruitful discussion. 
Group A was interviewed as a pilot study but as the activity was successful, the 
methodology did not require any change, so that the results have been used in the 
study. 
Table 4.3 Sample. Acess: focus group interviews. 





total 21 12 33 
Sample: Schools. 
The school interviews were timed with the intention of discussing higher education 
with students when the subject was uppermost in their minds; either during or 
immediately after they were maldng decisions on the courses and higher education 
institutions to which they intended to apply. The timing proved appropriate for 
three of the groups which were involved in the process of maldng applications as 
anticipated. Staff at the fourth school had organised the submission of applications 
at an earlier date and the application process had been completed by the time of the 




Schools were asked to provide a group of mixed gender of no more than 10 
students who were in the second year sixth form and were expecting to go to 
university, It was decided to concentrate on those students who had decided to go 
to university rather than to take a sample of all members of the sixth form since 
higher education was the major concern of the study. Three of the school staff 
stated that they were particularly concerned about students who had entered the 
sixth form but had decided not to apply for higher education. One of the staff 
believed that this resulted from financial factors. The researcher accepted the 
validity and significance of their concern but it was agreed that this constituted 
another research topic. 
The school groups consisted of volunteers collected by the staff. They were all 
members of the sixth form some of whom were friends but they did not comprise 
established groups within the schools. 
Table 4.4 Sample: Schools focus groups. 
female male total 
school 1 7 3 10 
school 2 6 4 10 
school 3 6 7 13 
school 4 22 20 42 
total 22 20 42 
Contexts: Access. 
The Access course tutor arranged the interview contexts, in each case a classroom 
familiar to the students. The locations selected were all free of interruption, though 
the play school in operation in the room above presented some problems in 
producing the transcript of one of the interviews. 
Contexts: Schools. 
Each school took responsibility for arranging the context for the interview. They 
were requested to provide a quiet room in which students would feel reasonably 
relaxed (Appendix 6 (b)). All of the contexts proved suitable though there was 
some variation between schools. In schools 1,2 and 4a classroom was allocated. 
In school 4 the common room in the recently acquired sixth form centre was used. 
Student response. 
Apart from a small number of students in Access group B the response from 
participants was positive and co-operative. Though initially inhibited and reticent 
this lasted for only a short time and the students talked willingly and openly and 
did not seem to be inhibited by the presence of the microphone. The general 
atmosphere throughout the sessions was relaxed and informal, as witnessed by the 
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number of times when "laughter" is recorded in the interview transcripts. The 
students were interested in the research topic and members of three of the 
schools groups and one of the Access groups stayed to discuss the project with the 
researcher after the interview was concluded. The others had timetable 
commitments. 
In addition to individual contributions, which were used as the main unit of 
analysis, group responses were also recorded during transcription. The latter took 
the form of group laughter, situations in which many members of the group were 
all making responses at the same time, or group agreement or disagreement with a 
question or assertion made by the interviewer or a member of the group. Pauses in 
the discourse were also recorded. 
Qualitative Analysis. 
A schematic representation of the coding procedure is offered in Figure 4.1, page 
77. Analysis (stage 1) began during the interviews when a 'seating plan' was 
produced (Appended 7 (a) and (b)) on which each member of each group was 
recorded and designated a number. Notes were made during the interview and 
immediately after the end of the interview, before leaving the interview location. 
The physical characteristics of individuals were recorded; gender, physical racial 
characteristics and, for the Access groups, an estimate of age within a 10 year 
range. Other notes were also added, some related to group responses and some to 
aid in characterising individual students. These notes were supplemented during 
the transcription of the taped material. 
The aims of this first stage of analysis were: 
to relate interview contributions to individual group members 
to relate contributions to student characteristics 
to facilitate comparison of contributions across interviews 
to develop biographical notes on individuals 
to obtain information for comparison with the findings from the questionnaire. 
Transcription (stage 2) began immediately after the completion of each interview. 
The process demanded listening to the tape, often repeating sections a number of 
times, and reading and re-reading the text. This procedure provided an overview 
of content and structure. Also at this stage 'themes and patterns' and 
'clusters'(Mles and Huberman pp. 246 - 248) were noted for future reference. 
Transcription into a word processing programme facilitated management hrough 
&cleaning' and organising the data (Reid 1992 pp 125-145). During this process 
contributions were related, via the seating plan and notes, to individual students. 
Findings on student characteristics, and for the Access groups individual 
biographies, were drawn from these. The structure of the interviews also became 
available as the interviewer's questions, individual student contributions, group 
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responses, including laughter, and pauses in the interview process, were recorded 
and isolated by applying different fonts to the text. 
Stage 3 in the process of analysis involved a first level of 'open coding' "the 
naming and categorising of phenomena through close examination of the data7 
(Strauss and Corbin 1990 p. 62). The interest of the study was centred on the 
interview content areas, therefore stage 3 involved coding 'clusters' of student 
responses in each interview to one of the content areas, for example, why the 
student stayed on at school or what they were doing before the course. These 
coded responses were then 'cut and pasted' together for further analysis across the 
each set of interview groups. At this stage whole sections of the interviews, 
together with some isolated student responses appropriate to a content area, were 
drawn together into clusters. The main aim at this stage was to obtain a general 
description of student responses in a given content area both across the groups and 
to facilitate comparison between groups. 
The next stage (stage 4) applied a process akin to what Strauss and Corbin(p. 96) 
refer to as "axial coding'. Within each content area new coding categories were 
produced using individual student responses as the units of analysis and the data 
was 'cut and pasted' into a series of new sub-categories within the content areas. 
The aim of this stage was to break into the clusters imposed by the structure of the 
interview in order to review the findings and to look for new themes. 
Finally, returning to each group interview as a whole, each student response was 
coded into discrete elements. It was necessary to move to another level of analysis 
because a single student response sometimes included a number of coded elements. 
A combination of analysis at the level of student whole responses together with 
elements of these responses were both necessary: the former to retain the 
significance of the contribution as a whole which would have become fragmented 
to the point of losing meaning if divided into elements, and the latter to ensure 
that all elements of contributions were taken into account in coding. 
The next stage in analysis (stage 5) of each set of group interviews involved 
looking across content and sub-content for areas of emphasis or new areas which 
emerged during coding. Findings from the two sets of interviews were compared 
and finally results were compared with findings from the quantitative element of 
the study. The results are presented, partly as 'thick description' partly in tables, in 
Chapters 5 and 6. 
Relating the elements of the study. 
The theoretical orientation of the study was stated in Chapter 3. Bhaskar's (1979) 
perspective was adopted and the implications of this for method were discussed. 
Taking this theoretical orientation and its implications, two research methods were 
utilised in this study. The first, quantitative, to explore 'what' and 'how many' 
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questions concerning student characteristics and aspects of prior experience. The 
second, qualitative element, to explore many of the same content areas while 
encouraging participants to expand upon their responses, to explore responses in 
more depth than was possible within the constraints of the questionnaire format. 
The views and feelings of respondents, obtained via the focus group interviews and 
the data from the questionnaire were used for comparison and to supplement, 
enhance or throw light on each other while data from both of the study elements 
were viewed in the context of the literature review (Chapter 2). The way in which 
the elements of the study were related together is represented in Figure 1.1 p 3. 
This forms the basis for the discussion which follows. 
Figure 1.1 (p. 3) shows the content of each of the study components. Content 
varied specific to each component of the study but there were also 'shared' areas 
(the section of the Figure headed 'Points of triangulation'). These areas of 
'shared' content were designed into the study for purpose of comparison and to 
look for enhancement and support. With reference to the significance of age on 
entry to higher education, for example, the aim was to relate statistical data drawn 
from the literature review (Chapter 2), to the evidence from the questionnaire and 
so place the sample in a national context, then to relate findings on age from the 
questionnaire to aspects of prior experience, also included in the questionnaire. 
Finally to explore what age 'meant', in the context of prior experience, to samples 
of prospective higher education students via the focus group interviews. By this 
process variations in prior experiences between 'younger' and 'older' students, and 
their views and feelings on aspects of these experiences were drawn together from 
the two elements of the study and could be seen in the context of the literature 
review. 
Each 'shared' content area was subjected to the process as outlined above. With 
reference to educational experiences(the second of the 'shared areas'), the 
questionnaire obtained data on what kind of educational experiences tudents had 
obtained, whether they stayed on at school, for example. Findings from the focus 
groups provided additional data on why participants decided to stay on at school, 
their views of the alternatives on offer and their experiences and views of school. 
The findings from the study could then be seen in the context of information drawn 
from the literature review, for example, the work of Roberts and fliggens (1992) 
and Heathfield and Wakeford (1990). 
The questionnaire provided information on the what ldnd of occupations the 
sample had been involved in (the second shared area). The focus group interviews 
provided data on the respondents views of, and feelings about, employment and 
related these to their decision to apply to enter higher education. Findings were 
again related to student characteristics. Similarly, the questionnaire provided data 
on the sources of advice and information (the third 'shared area') students had 
received and the influences which had supported or failed to support their decision 
to enter higher education. During the focus group interview it was possible to 
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compare findings on advice and influences(the fourth shared content area) taken 
from the questionnaire and enhance these with views and feelings expressed by 
participants in the focus groups. 
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A 'model' of factors influencing application to higher education. 
The content of the literature review, together with Bhaskar's (1979) perspective 
combined to suggest the production of some means of conceptualising factors 
surrounding entry to higher education and the implications for prior experience. 
This led to the production of the model outlined in Chapter I (Figure 1.2 p. 7). This 
Chapter deals with the construction of the model and the way in which it was 
developed from the literature review'and the theoretical framework. Subsequent 
chapters test and develop the model using the findings from the empirical elements 
of the study. 
The fundamental property of the model is interaction between its components. 
Taking Bhaskar's (1979) perspective the model represents the efforts of students, 
as agency, to gain entry to higher education: to voluntarily compete for a limited 
number of places. Student effort is stimulated, facilitated or constrained by social 
interaction, in various contexts, and by structures. It is argued that entry is 
determined neither by individual effort nor social selection but out of the 
interaction between both of these mediated by social interaction. It is further 
argued that interaction between these three components is expressed in the 
education routes followed by students in gaining entry to higher education. 
The model (Figure 1.2 p. 7) reflects Bhaskar's approach: it is concerned With the 
relations between the various components and how these affect entry to higher 
education. It is limited in that it represents a 'snapshot' in time of an essentially 
dynamic situation. The dynamic, in terms of Bhaskar's approach, arises out of the 
relations within and between the elements which perpetuate and transform the 
model. it is argued, however that the model clarifies and 'clears the ground' on the 
areas considered in the study, places student agency within the framework of 
structure and offers an opportunity to explore the relative significance of the 
influences involved. 
The model (Eigure 1.2 p7) is divided into two sections, right and left hand sides. 
The right hand side embraces ocial structures wider than individuals; national 
policies on higher education which interact with the higher education system as a 
whole, the individual institutions, their courses and admissions policies. Social 
interaction is represented on this side of the model in the form of interest and 
pressure groups including those attempting to influence government policies: those 
attempting to develop increased opportunities for particular groups such as 
tadults'. These factors, represented on the right hand side of the model, are 
significant in affecting the probability that a particular student will gain entry to 
higher education. Decisions made at a national level in this area will affect the 
number of student places available in higher education, the amount and form of 
finance available to students and the resources available to institutions. At an 
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institutional level the interpretation of national policy will influence which courses 
are offered, entry requirements and admissions policies. The significance of the 
influence on entry to university of the elements included in the right hand half of 
the model is not underestimated but they are not the primary concern of the study. 
They represent the context against which the study is carried out. 
The left hand side of the model, reproduced below (Figure 5.1) is concerned with 
the individual student, her/his characteristics and the social influences surrounding 
her/him expressed as experiences prior to entry to university. Four areas 
influencing entry to university were isolated from discussion and from the literature 
search: 
" student characteristics, structural variables over which the student has little or 
no control. Typically these are age, gender and social class; 
" educational experiences, including schools, various types of FE provisions, 
distance learning etc. and the expression of these in the form of routes through 
the education system; 
" the social milieu in which the student operates. With reference to this study, 
mainly home and school; and 
" other life experiences. In particular, unemployment and employment history 
and family responsibilities. 
Figure 5.1 Factors influencing entry to university. (The left hand side of the model 
produced in Chapter I figure 1.2 p. 7) 
............. ............... * ...... - ....... ............. 
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A further factor, advice and support, is included in each of the three experiential 
components of the model. This was included in the study for two reasons. First, as 
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a means of exploring the mediating effects of small scale interaction and student 
awareness or recognition of the influences of individuals, groups and/or institutions 
on entry. Second, to obtain information on the sources of advice and information 
available to students in the process surrounding entry to university. 
The Test of this chapter takes each aspect of the left hand side of the model in turn, 
starting with structural characteristics. 
Characteristics. 
The literature search (Chapter 2) demonstrates increasing diversity in the 
characteristics of students entering higher education and the effects of 
characteristics. Age, gender and social class are shown to influence the likelihood 
of entry and to affect type of institution, mode of attendance and course and 
subject studied. 
Educational experiences 
The literature search recognised three routes into higher education ('traditional', 
4vocational' and Access) which implied different educational experiences among 
students. The 'vocational' route, for example, might be pursued via various modes 
of attendance in further education which suggests a significant difference in 
educational experiences between those following this route and those entering 
university directly from school. Diversity in educational experiences is examined in 
terms of the education programmes, qualifications, categories of institutions and 
modes of attendance pursued by students. Variations in educational experiences 
interact with other facets of the students life; their perceived needs at a particular 
point in time, their knowledge of the alternatives available to them and the support 
they receive from significant others in their lives, for example. The approach 
adopted in the study is to explore educational experiences as routes through the 
education system and to relate these tothe other life experiences of the students. 
Social milieu. 
Findings from the literature search implied interaction between educational 
experiences and social milieu. Heathfield and Wakeford (1990) (see Table 2.8 p. 33 
this study) indicate that social milieu influences attitudes towards school and the 
likelihood that students will stay on beyond statutory school leaving age. This is 
supported by Pascall and Cox (1993) (ref Ws study p. 34) who draw attention to 
the differing attitudes of parents drawn from their own knowledge and educational 
experiences. The influence of peers and the local community is apparent in the 
findings of both Roberts and Mggens (1992) and Heathfield and Wakeford(1990) 
(see Table 2.8 p. 33 this study ). Experiences in the social milieu therefore interact 
with schooling and the likelihood that a student Will stay on at statutory school 
leaving age and become a 'traditional' entry student, will follow a particular route 
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into higher education. The study explores the effects of social milieu in influencing 
alternative routes. 
Other life experiences. 
In terms of the model should the student leave the education system at statutory 
school leaving age, not take the 'traditional' route, other factors in the 'social 
milieu' and 'other life experiences' now become elements which influence student 
educational decision-making. Spouse and children, for example, now become 
significant (Pascal and Cox (1993) and "Learning the Hard Way" (1989). This 
study pp. 34-36) as positive or negative influences as do employment and finance. 
Adult responsibilities, the need to earn a living and to provide for children must be 
taken into account and will be reflected in choice of programme, institution and 
mode of attendance leading to the formation of routes through the education 
system as alternatives to the traditional route. Access courses, for example, were 
devised in recognition of the difficulties faced by adults and were designed to 
provide increased opportunities for them to obtain the qualifications required for 
university entry. There is also evidence of other alternatives embraced by adults in 
the literature search. Among the Pascal and Cox sample (1993 See p-37 this study) 
and in "Learning the Hard Way" (1989) students returned to evening classes or 
took Open University courses. Taking account of the existence also of the 
'vocational' route and Wakeford's (1993) (this study Chapter 2) findings that 
adults were more likely to enter higher education using qualifications other than A- 
level there is evidence that 'adult' students make use of a number of alternatives in 
the education system in order to gain entry to higher education. 
Advice, guidance and influences. 
The importance of advice guidance and support from others also emerged from the 
literature search. The students in the Roberts and Higgens (1992) study had 
received the support of their parents, schools, peers and the Careers Service in 
their application to higher education, while students in the Heathfield and 
Wakeford (1990) study had not. (see this study Table 2.8 p. 34) Contributors to 
"Learning the Hard Way"(1989) state a lack of support from others while in the 
Pascal and Cox (1993) study reference is made to the importance of support from 
spouses and parents. Knowledge of the availability of educational alternatives and 
the support of significant others are therefore influences upon entry to higher 
education. 
Routes in to higher education. 
interaction between the four components of the model therefore influence the 
route followed by the student in making application to higher education and the 
two sections of the model, right and left halves, come together at this point. 
Applicants now pit their qualifications and experiences against others in 
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competition for a limited number of places. The student brings the 'baggage' of 
prior experiences, including educational qualifications, the support, or otherwise of 
the significant others in their lives, the advice and information they have received 
and the work they have done in selecting institutions and courses. In the light of 
resources and admissions criteria the institutions make their selections. 
A final influential factor is what students expect to gain as a result of their efforts 
to enter higher education: their expectations of their higher education experience 
and the benefits they expect to accrue as a result. This is explored in the focus 
group interviews. 
The chapters which follow (Chapters 6- 
study as they relate to each component 
with student characteristics. 
14) present the empirical findings of the 
of the model. Chapter 6 therefore deals 
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Chapter Six. Sample Characteristics 
This chapter presents data on the characteristics of both the quantitative and 
qualitative samples. The breakdown of the questionnaire sample is shown below. 
Table 6.1 Questionnaire sample. 3 courses 
B Ed B Ed MODDS total 
Primary Secondary 
All courses 143 114 110 367 
Sample 92 89 70 251 
percent 64 78 63.6 71 
Gender 
The questionnaire sample as a whole proved to be predominantly female (Table 
6.2) (information drawn from course lists), 178 females (71%) and 73 males 
(29%). There was some variation between courses: the Primary B Ed and 
MODDS samples were both predominantly female while the Secondary B Ed 
course included only slightly more females. 
Table 6.2 Gender. Questionnaire sample: 3 courses 
female male 
Primary B Ed 74 18 
Secondary B Ed 47 42 
MODDS 57 13 
total 178 73 
Age range. 
Given available resources, the aims of the study and the size of the sample, the use 
of birthdates was considered more complex than was deemed necessary. An 
alternative was selected which involved operating within predetermined age 
groupings, ranging from "under 20" years of age to "over 50" in 5 year stages. 
While recognising that these groupings constitute only "markere' in a continuous 
process, they provided a means of comparing the characteristics and experiences of 
the sample against an age scale. 
Table 6.3 All sample. Aae cirout)s 
age PRIMARY Secondary MODDS total percent 
groups B Ed B Ed 
under20 49 8 24 81 32.27 
20-24 12 26 19 57 22.71 
25-29 8 16 10 34 13.54 
30-34 11 13 8 32 12.75 
35-39 9 15 4 28 11.16 
40-44 3 3 4 10 3.99 
45-49 0 7 0 7 2.79 
over6O 0 1 1 2 0.79 
total 92 89 70 251 100 
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The findings for the age range of the whole sample (Table 6.3 and Chart 6.1 ) 
show that the 'traditional' group, aged under 20 on entry, constitutes a little over 
30% of the sample. The university categorises any student over the age of 21 as an 
Ladult' which means that the '20 to 24' age group in the sample might, by this 
definition, include both 'young' and 'adult' students. The 'under 20' and '20 to 
24' age groups combined constituted 54.8% of the sample and the remaining age 
groups 45.02%. Given that the university categorlses any student over the age of 
21 as 'mature' the sample is in accordance with the claim for the university as a 
whole(Chapter 4 p. 5 8). Only 19 of the students in the sample were over the age of 
40 and only 9 over the age of 45. 
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Age groups 
Variations in age groups were found between courses. 53% of the Primary B Fd 
sample fell into the 'under 20' category and a little over 62% of these students 
were under the age of 24 on entry to university. Of the MODDS sample a smaller 
percentage was under 20 on entry (34%) but the two youngest age groups 
combined constituted over 61%. The Secondary B Ed sample included only 8 
students who were under 20 on entry and the two youngest age groups combined 
constitutes a little over 49% of the sample. The Primary B Ed sample had the 
narrowest spread across all other age categories and the Secondary sample the 
widest. 
A comparison of age with gender (Chart 6.2 over leaf) showed that there were 
more women in the sample for all of the age groups up to the age of 40 and most 
significantly in the youngest age group. Comparison across courses showed that 
women 'under 20' on the Primary B Ed course constituted significantly the largest 
group, over the next largest, women 'under 20' in the MODDS sample. 
The Chart (6.2) illustrates the general pattern of age and gender found across the 
three courses in the sample with the major clusters under the age of 40. The 
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number of young women wishing to enter primary teaching is particularly apparent 
as is the variation in the age and gender composition of the secondary as opposed 
to the other two courses. Also noticeable is the group of men in the '45 to 49' age 
group following the Secondary course. 
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occupational titles were requested in the questionnaire for two main reasonsý first, 
in order to explore the type of work in which students had been involved and 
second to take account of social class issues. Studies of the student social class in 
the past have usually taken father's occupation as the basis for class allocation 
since 'traditional' students had no occupation. The increasing number of mature 
students anticipated in this study suggested that this would no longer be adequate. 
Given also the significance of women in the labour market, it was considered that 
the occupation of fathers only would no longer be sufficient. An occupational title 
for the student, their father and their mother, was therefore requested. 
Students were asked to provide a "main" occupational title for themselves and for 
each of their parents. The intention in applying the term "main" was twofold, first, 
to encourage students to list occupations for themselves and their parents which 
they saw as appropriate and which reflected qualifications and experience, and 
second to avoid confusion which might have resulted from a request to provide 
"current" or "last" occupation. 
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Occupational titles, in effect, produced two pieces of data: the title itself, and the 
category of social class derivable from it. The data is therefore dealt with in two 
ways: a social class analysis is carried out here and then occupational titles are 
used to enhance and further develop discussion later in Chapter 9. 
The questionnaire was designed to be read by an Optical Mark Reader (OMR) but 
it was not possible to deal with hand-written responses by this method. Responses 
were coded manually by the researcher. In order to obtain an overview of the 
social class background of students use was made of the Registrar General's 
Classification (Classification of Occupations 1980) (see Chapter 2 p. 17). 
Categories of Response. 
Responses were found to give rise to some anomalies and vaiiations on the intended 
scheme of classification. 
Table 6.4 Occupational Titles: All Sample. 
Category students Mother Father total 
1 3 0 29 
If 39 48 68 
HIM 25 18 78 
IIINM 62 53 16 
IV 13 28 12 
V 0 5 2 
Sub total 142 152 2Y5- 
NC 12 11 14 
NR 97 31 22 
UE 0 0 3 
DEC 0 0 4 
RET 0 6 3 
HW 0 51 0 
Sub total 109 99 4T 
total 251 251 251 251 251 251 
Student responses took one of four forms (Table 6.4): an occupational title which 
could be categorised in accordance with the "Classification of Occupations", an 
occupational title which could not be categorised in this manner, a non response 
and a number of additional categories for parental occupations. Non responses and 
responses which could not be categorised are recorded as NC and NR respectively 
in charts and tables. In recording parental occupational titles some students 
described their parents as "housewife", "unemployed", "deceased", or "retired". 




Over 90% of non-responses to the questions on occupational titles were recorded 
by students in the two youngest age groups. Given that the '20 to 24' age group 
will include students who were just 20 years old on entering university it can be 
concluded that the greater majority of non responses were recorded by those who 
had entered university as a continuation of their education, had not experienced 
full time employment and therefore had no occupational title to offer. Non- 
respondents in the age groups over the age of 25 provided responses to other 
elements in this section of the questionnaire which suggests that they had been in 
full-time work but were not willing or did not feel able to list an occupation. Only 
one student, a member of a group aged over 25, gave no response to any of the 
questions on occupational title, either for himself or his parents. 
Responses which could not be categorised for Social Class. 
Responses which could not be categorised (NC in charts and tables) took one of 
three forms. First, some of the titles offered by students are recognised by the 
"Classification of Occupations" but no social class categories are provided: 
members of the armed forces and students. Second, some of the titles recorded are 
not included in the classification: for example, "translator", "management services 
operator", "business man7'. Third, a number of responses tated an occupational 
area rather than a title and therefore could not be categorised: "purchasing and 
supply", "leisure management", "accountancy" and "works for as pharmaceutical 
company", for example. Finally 51 students (over 20% of the sample) listed the 
occupational title of their mother, as 'housewife' "The Classification of 
Occupatione'(1980, p. X. note B. ) lists housewives as "Economically inactive" and 
"Persons engaged entirely in unpaid domestic duties". No social class category is 
provided. 
Social Class: Students. 
In all 156 students recorded an occupational title (62.15% of the whole sample) of 
which 144 (Chart 6.3 over leaf) could be categorised for social class. Analysis 
indicated that the sample overall presented a group of people who had worked in 
mainly professional or skilled occupations. Occupational titles in social classes 11 
and III accounted for 126 responses, 88.73% of the sample. Social class V was 
not represented while only 13 students recorded occupations in social class IV 
(mostly younger students who had taken work short term prior to entry to 
university). Social class I was represented by 3 students who were all engineers. 
Aft three had qualified and therefore stated engineer as their occupation but they 








Over 61% of the sample might be described as "mature" or "adult" students, most 
of whom had gained occupational experience. Analysis by age groups (Chart 6.2) 
shows differentiation at about the age of age 30. The three age groups under the 
age of thirty include a wider range of social classes-, the '25 to 29' group includes 
all except social class V, while over the age of 30 social classes 11 and III 
dominate with an increasing trend towards Social Class 11. The older the student 
the more likely they are to have been engaged in professional or skilled work, and 
increasingly towards professional work, prior to entry to university. 
Chart 6.4 


















The data for Social Class and gender (Chart 6.4) indicates broad parity between 







women in social class IV and a significant difference between men and women in 
social class IIINM. This latter category accounted for 52% of women in the 
sample. In terms of percentage differences the gap between male and fernale in 
social class IIINM reduced but the percentage of men in social class 11 increased 
considerably over women. 
Chart 6.5 
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Social Class: Parents. 
Occupational titles for fathers (Chart 6.6 over leaf) fell predominantly into social 
classes 1,11 and HIM which took up over 80% of responses while over 47% fell 
into social classes I and 11. Social classes IV and V were represented in only 7% of 
the sample. Results for the occupations of mothers in the sample showed the 
domination of social classes 11 and IIINM (66%) with IV (18%) and HIM (130/0) 
also significant. Social class I was not represented while Social Class V accounted 
for only a little over 3% of the sample for mothers. The results for occupational 
titles for parents indicated a significant bias towards social classes I and H. 
Although social class I was not represented for mothers social class 11 represented 
over 30% of occupations for both groups. Social class IV is represented for only 
5% of fathers and 18% of mothers while Social Class V was represented in a 
combined total of only 7 responses. The same dominance of the professional and 
skilled classes was found as among the students with increased representation of 
the former, particularly the over-representation of Social Class I among the 
occupations of fathers. 
Gender differentiation was apparent. More fathers than mothers were in 
occupations and mothers were more likely to be in low paid occupations, Mothers 
were not represented in social class I whereas 29 fathers(14.15%) were recorded 
in this category. Over twice as many mothers were in occupations classified as 
social class IV. Gender difference in type of occupation was also indicated by the 
almost mirror image of fathers in social class HIM with mothers in social class 
IIINM. 
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The possibility that the social class background of 'mature students' might be 
changing the social class profile of the students was explored by comparing 
father's occupations across the age groups. This presented problems since the size 
of the sample for the older age groups is very small. It was decided therefore to 
compare fathers' occupations for students under 25 with those over 25 (Table 
6.5). 
Table 6.5 Fathers' Social Class by Student Acie GrouDs. 
Social under25 over25 total 
Class 
1 17 12 29 
11 4-5 24 69 
HIM 37 39 76 
IIINM 8 9 17 
IV 7 5 12 
V 1 1 2 
total 115 90 205 
The data, indicates considerable similarity between the age groups supported by a 
correlation coefficient of 0.88. The chart (Chart 6.7 over leat) indicates slightly 
more fathers in social classes I and 11 among the younger group but the pattern is 
very similar. This suggests that for this sample the "traditional" and "mature" 
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A pattern of characteristics similar to that found among the 'mature' students in 
the questionnaire sample was found among contributors to the Access focus group 
interviews (Tables 6,6 and 6.7) The sample included more women and a larger 
number of students estimated to be in their 20's and 30's, particularly women in 
their 30's. 
Table 6.6 Student characteristics: Access interviews. Gender 
female male total 
Group 1 7 1 8 
Group 2 5 3 8 
Group 3 6 3 9 
Group 4 3 5 8 
total 21 12 33 
(Excluded., 5 students who made no contfibution Group 2) 
Table 6.7 Student characteristics: Acces s interviews. Age groups (estimated) 
Age groups Group I Group 2 Group 3 Group 4 total 
20's 4 1 6 4 15 
30's 2 3 2 3 10 
40's 2 4 1 18 
total 8 8 9 8 33 
With reference to social class the focus groups were not directly asked tor 
information on social class background so that there was insufficient evidence to 
draw direct comparisons between the Access groups and the questionnaire sample. 
However, no occupations in social class I were found among the Access students, 
there was representation of social class 11 (for example a former nurse) and social 
classes IIINM (office work, shop assistants) and IIIM (engineering work) were 






The extent to which the questionnaire sample is representative of higher education 
as a whole must be treated with caution but positive comparisons are possible. The 
results show a pattern comparable with that found nationally for teacher training 
courses (Modood 1993 p. 175) in that there was an over-representation of women 
and an under-representation of ethnic minorities. In terms of age (a larger 
proportion of mature students) and, social class (the under-representation of social 
classes IV and V) the findings from the questionnaire sample are also comparable 
with national figures (Chapter 2). Variation in student characteristics between 
institutions found in the national statistics were also demonstrated: the Dattem of 
characteristics found in the sample is as would be expected for a former 
polytechnic as compared with some of the 'traditional' universities. Course 
variation was present but since all three courses in the sample were related to 
teacher education the differences were less than might be expected in a more 
diverse range of courses. 
Gender differentiation was apparant among the findings. Women in the sample 
(both female students and their mothers) were less likely than men to have been in 
full-time employment, less likely to have been in higher status occupations and 
more likely to have been in particular types of employment designated 'women's 
work'. The bias towards women in the sample seems to be related to teaching as 
an appropriate middle class woman's occupation. 
With reference to the model (Figure 1.1 p. 7) the major characteristic influencing 
entry to higher education among the study samples is social class. The findings 
indicate that in terms of social class the expansion of higher education has resulted 
in more of the same. Student social class background among the questionnaire 
sample (and suggested in the Access sample), taking account of both parental and 
student's own occupations, is heavily biased towards social classes 1,11 and Ill. 
There is evidence of diversification in terms of age but the bias, relevant to full- 
time attendance, is towards younger students under the age of 30. Subsequent 




Chapter Seven. Routes into higher education. 
The former chapter was mainly concerned with what the students in the sample 
'were like' This chapter considers where the students 'came from' and 'how' they 
entered their course: their 'route' of entry. (see Chapter 1). 
The term 'route' is taken to imply a process made up of the educational 
experiences through which students passed prior to entry to higher education. The 
personal experiences of the researcher gained while working in FE (Preface p. 1) 
suggested that the three conventionally recognised routes into HE ('traditional', 
4vocational' and 'Access') underestimated the diversity of educational experiences 
to be found among students. The suggestion that there might be more routes, or 
more variations on the recognised routes, was further supported in the literature 
search (Chapter 2). 
Data on the last institution attended by students was considered inadequate for 
gathering data on routes. Such data provides information on the last stage of the 
process only. The alternative devised to explore routes in this study was to obtain, 
via the questionnaire, an 'educational biography' for each student in the sample 
from school leaving to entry to their current course. 
Questionnaire items were formulated so as to reflect progress through the 
education system (see Questionnaire Section 3 Educational Experiences. Appendix 
2): when students left school and where they went next, if they went into further 
education what courses they followed and where they went next. Data on 
attendance on Access courses and on other forms of post school educational 
experiences were requested. Information on type of institution attended, courses 
and mode of attendance, together with aspects of vocational training was 
collected. Data on qualifications, using categories from the university application 
form, were also gathered. 
When placed on to a spreadsheet the questionnaire results could be read 
'downward' to produce distributions of student responses, for example, how many 
members of the sample stayed on at school or how many had A-levels. An 
alternative analysis was possible by reading responses. across' the spreadsheet for 
each individual student. Each respondent in the sample was allocated a 'personal 
identifier' (PFJK SEC, MOD plus a number, 1-92,1-89,1-70) indicating course 
and respondent number respectively. Since the questions were organised in 
sequence it became possible to plot student responses across the spreadsheet and 
produce a 'trace' of the progress through the education system of each individual 
student, her/his educational biography. The third stage of data analysis collated the 
individual traces together into groups of students sharing similar patterns or routes 
through the education system. 
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Taking individual student traces first. The questionnaire. results for each student 
were transposed from the spreadsheet into a 'flow chart' format.. These are 
presented on pages 105 - 124. The traces are organised by course (and by route 
which is dealt with later) and include data on age group and gender, and, where 
appropriate to facilitate explanation, qualifications and in some instances aspects of 
employment exprerience. Student number 6, on the Primary B Ed course, (p. 105), 
for example, a woman, aged under 20 on entry, stayed on into the sixth form, 
studied A-levels, and entered her current course directly from school: the 
'traditional' route. Looking across the individual traces however there is evidence 
of considerable diversity and of complex and convoluted routes. Student number 
11, for example, on the MODDS course (p. 115) a man in the 40 to 44 age group 
stayed on at school and then left to enter employment. He subsequently took part- 
time day and evening classes, OU and other distance learning courses before 
entering his current course full-time. Student number 74 following the Secondary 
B Ed course (p. 113), a woman in her 20s stayed on at school and subsequently 
followed evening, OU and other distance learning courses before entering her 
current course. Neither of these students can be said to have entered higher 
education via one of the conventionally recognised three routes suggesting that 
additional routes were present among the sample. 
Further analysis showed that though some of the sample had followed one of the 
recognised three routes there was considerable diversity of educational experiences 
among individuals allocated to these routes. Students who entered via Access 
courses (pp. 108-110) were found in many cases to have been involved in other 
forms of educational provision prior to Access. Student number 36 following the 
Secondary B Ed course(p. 109), for example, a woman in her 40s left school at 
statutory school leaving age and entered employment (elsewhere in her responses 
she described her job as an administrator; she was also married or living with a 
partner and had children). She had followed part-time day and evening courses 
before joining the Access course. Similarly, among those who entered via the 
6vocational' route evidence was found of diversity of educational experience. 
Student number 21, following the Secondary B Ed course (p. 117), for example, a 
man in the 45 to 49 age group, left school and went into employment and had then 
followed part-time day, evening, OU and other distance learning courses before 
entering his current course. 
Production of the individual route traces suggested therefore that that the three 
conventionally recognised routes ('traditional', 'vocational' and 'Access') were 
present among the sample but that there were additional routes, and that division 
into the three routes 'masked' the diversity of student experiences within them. 
A third approach to analysis sought for shared patterns among the individual route 
traces in order to allocate students to one of the existing known routes and also to 
search for more examples of routes of entry. As a result of this analysis eight 
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routes and one variation were found among the sample. These were designated a 
label ( Table 7.1) which was allocated as appropriate to each student. 
Table 7.1 Education Routes. 
Route A Students who entered university directly after leaving school. 
Route B. Students who left school, went to FE and then directly to university. 
Route C. Students who transferred into FE from the 6th form(with or without 
completing their course) and then directly to university. 
Route D. Students who entered university via an Access Course. 
Route E. Students who gained university entrance qualifications through 
involvement in a range of different types of educational provision 
other than Access courses: evening, part-time day, OU, other distance 
leaming etc. 
Route F. Students who entered university via a vocational route i. e. those who 
gained vocational qualifications which are acceptable for university 
entrance as part of their training for a form of employment. 
Route G. Students who had been in the higher education system prior to their 
current course. For example those who had a degree or degree 
equivalent qualification or who may have commenced a course which 
they did not complete. 
Route H. Students who obtained the qualifications necessary for university 
entrance during their school career(or equivalent FE programme), left 
the education system and entered university at a later date. In the 
meantime they had no contact with the education system. 
Group J. Students in the under 20 age group who, in effect, followed Route A 
but were involved in other activities before starting their university 
programme. 
Analysis of the data by age groups showed that the younger students had entered 
via one of three routes and that one group (Group J) had taken a 'year out' prior 
to entry. Route A (route traces p. 105) students had entered via the 'traditional' 
route directly from school after taking A-levels. There was variation among 
members of a second group (Route B p. 106) who left school to go into further 
education and studied combinations of GCSE, A-levels and BTEC. A third group 
of students (Group C p. 107) had stayed on at school but left during the sixth form 
and moved into further education. The fourth group( Group J pp. 123-124) of 
younger students had all taken a 'year out' following school or further education 
Evidence shows that most of these students had been involved in some kind of 
employment during this period. The data shows a diversity of educational 
experiences among this younger group of students such that it is misleading to 
subsume them under the single heading of 'traditional' entry by age. Categorising 
the students in this way also underestimates the contribution of further education 
to entry to higher education among this age group. 
Students who entered their current course following an Access course were 
allocated to route D but the individual traces (p. 108-110) show diversity in their 
prior educational experiences. Only 5 students entered university from an Access 
course who had not previously been involved in some form of education and/or 
training. The evidence suggests that Access is attracting those who lack the 
qualifications and educational experiences to enter higher education but that it is 




Route E (pp. I 11-115) constituted the most complex grouping. The students 
following this route were all 'mature', there were no students aged under 20 on 
entry who followed this route, and had obtained the qualifications for entry to 
university via a variety of educational alternatives. These students might appear in 
statistics as adults who had 'other' qualifications (see Chapter 2 p. 25) or as 
'adults' who entered via the 'traditional A-level route". The study findings 
demonstrate that both of these methods of categorising this group of students is 
inadequate. Their experiences differ considerably from those of the 'traditional' 
direct entry student such that this must be seen as another route rather than a 
variation on an existing route. 
There is an overlap in qualifications between routes F (pp. 116-118) and G 
(pp. 119-121) and also some overlap in educational experiences. The primary 
difference is that the students in route G had entered higher education prior to their 
current course on a full-time basis. They were mostly, though not entirely younger 
students. Two (PRIM 67 p. 119 and SEC 79 p. 120) had been into higher education 
but gave no record of a degree, while others who followed Route G were 
retraining for teaching. Diversity of educational experiences among individuals 
within the routes is again apparent. 
A small group of students (Route H. p. 122) had gained the qualifications to enter 
university at school or in further education and, after leaving education, had used 
their qualifications at a later date to gain entry to university 
As discussed thus far, the term route finds two applications in the study, there is a 
third which will be considered later (Chapter 11). The term route has a 
'biographical' component as represented in the route 'traces' and also a 
'statistical' component in that the distribution of routes across the sample can be 
shown and routes can be compared with other data from the questionnaire. Taking 
the statistical' component the distribution of routes across the questionnaire 
sample is shown in Table 7.2 and Chart 7.1 (over leaf) 
Table 7.2 
Routes into higher education. All sample. 
Route Raw Data % 
A 35 14.29 
B 29 11.84 
C 20 8.16 
D 41 16.73 
E 63 25.72 
F 15 6.12 
G 20 8.16 
H 11 4.49 
1 11 4.49 
total 245 100 
exclude 6 
total 251 100 
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'Direct entry' ( Routes A, B, C and Group J) accounted for 38% of the sample but 
the 'traditional route' from the 6th form only 14.49%. Alternatively, a quarter of 
the sample was comprised of 'mature students' (Route E) adults who had been 
involved in a range of different types of educational provision. Students who had 
followed Access courses comprised the next largest group. 
Chart 7.1 





Compari son of education routes with characteristics resulted i n some clear and 
obvious results and some uncertainties. 
Table 7.3 Education Routes: Age Groups. 
Routes Age groups 
under 20-ý 20 to 24 -. 2 . 9: 30 to 34 35 W 39 40 to 44 46 to 49 over 50 
A 30 a 5 00 0 0 0 
B 25 40 00 0 0 0 
C 15 50 00 0 0 0 
D 0 41a 11 9 3 1 0 
E 0 20 9 15 11 6 2 0 
F 0 24 34 0 2 0 
G 0 10 5 20 1 2 0 
H 0 52 13 0 0 0 
1 11 00 00 0 0 0 
In terms of age groups ( Table 7.3)) there is a clear divisiom all of the under 20 
group and a small proportion of the 20 to 24 group, presumably the younger 




groups is not apparent. This suggests either that the sample Is too small to produce 
a statistically measurable result or that factors other than age, or interacting with 
age, influence route beyond school leaving. Evidence for the latter is offered in 
subsequent discussion. 
Analysis by gender (Chart 7.2) shows a greater proportion of females following 
routes A, B, C, and J as would be expected given the larger number of females in 
the age groups represented. There are gender variations in the routes followed by 
the "mature" students however. The greater percentage of women followed routes 
D and E while fewer enter via F perhaps reflecting fewer vocational opportunities 
at this level available to women. Routes D and E are those which would be more 
readily available to 'housewives' and working wives. 
Chart 7.2 
























Routes in to Higher Education: Courses. 
H 
E2 PRIM BEd 




There is variation of entry route across all three of the university courses from 
which the sample was drawn (Chart 7.3) but the B Ed Secondary Course includes 
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fewer direct entry students and more students from routes E, F, and G. This 
reflects the difference in content and the student 'target group' towards which this 
course is directed (Chapter 4 p. 59) 
Analysis of routes by fathers occupations (Table 7.4) shows that students 
following all of the routes came from the range of social backgrounds found 
among the sample, taking into account that IV and V barely figure in the sample. 
Table 7.4 Father Social Class: Education 
8CDEF. G 
ý. 
Ký J total 
4 3 4 3 6 t::: 4 2 29 
15 8 6 10 12 4, 7 : 2. -. 2 66 
IHM 9 7 5 15 21 6 4 -a 4 77 
IIINM 2 1 2 2 4 1 3 1 16 
iv 1 3 1 3 1 1 0 0 11 
v 0 1 0 0 1 0 0 ýO 0 2 
NR 0 2 1 7 6 2 2 0: 1 21 
NC 3 2 1 1 6 0 0 ý0, 1 14 
RET 0 0 0 0 2 0 0 4 0 2 
UE 0 2 0 0 1 0 0 0 3 
DEC 1 0 0 0 3 0 0 ' 0 4 
total 35 29 20 41 63 15 20* ..::. 1*:. 1:: 11 245 
Student social class, their own former occupation, (Table 7.5) has little influence 
on routes A, B, C and J since few students recorded an occupation and those listed 
were largely short term and temporary. Route F includes students who entered via 
the "vocational' route and had work mainly in social classes I and 11. Routes D, F. 
F and G all include students with occupations in social classes 11,111 M and IIINM 
though E seems to be more favoured by social class 11. This suggests that Route E 
is favoured by students with 'good'jobs and those with family commitments. 
Table 7.5 Students social class: Education 
CDEVGHJ total 
1 0 0: 0 0 0 3 0 ß 0 3 
11 0 :0 0 5 19 7 6 0 38 
IHM 1 0 5 9 3ý 3 1 25 
IIINM 1 3;.. 1 21 25 1 4 2 61 
iv 02 0 2 1 0 1 11 




NR 32 18 5 4 1 6 1 5 95 
NC A. 1 0 3 5 0 0 0 1 11 
total 35-...,. ý2,9: 20 41 63 15 20 It 11 245 
There is some evidence that routes are related to student characteristics but this is 
inconclusive. This may be a function of the small size of the sample but also 
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suggests that route is influenced by interaction between characteristics and prior 
experience rather than characteristics per se. This suggestion is explored further in 
subsequent discussion. Most obvious from consideration of route in the 'statistical' 
context is, first, the diversity found among the sample, and, second, the implied 
diversity of experiences. Chart 7. I(p. 97) perhaps expresses this diversity more 
graphically than data on characteristics Or educational qualifications. The evidence 
implies that the former division into 'traditional', 'vocational' and 'Access' routes 
under-estimates the diversity of routes into higher education and the prior 
experiences of students. 
Some explanation for diversity in individual traces was sought by considering the 
outcomes of the educational experiences in terms of qualifications. (Table 7.6) 
Students were asked to indicate the qualifications they had on entry using the 
categories provided on the university application form. Findings for the whole 
sample (Table 7.6) show a dominance of A-level, GCSE and O-level. BTEC and 
Access are also significant as are, though to a lesser extent, OND, HND, ONC and 
HNC. Only one student listed no formal qualifications. Findings for gender follow 
the same pattern as for the whole sample and show no significant difference 
(Correlation 0.902). 
Table 7.6 Educational qualifications. All sample: Gender. 
Waiegoriesfrom Me Ifniversity, applicalionfi)rm. 
Variation in qualifications is shown in analysis by course(Table 7.7 over leaf). 
Though the pattern of the dominance of (WSE, 0 and A-level remains, student. -
following the Secondary course are more likely to have 'vocationally' orientated 
qualifications such as OND, HND, ONC or HNC. This reflects earlier findings that 
these are more likely to be students following the vocational route. 
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Table 7.7 Educational Qualifications. All sample: 3 courses. 
*Qualifications prim sec modds total 
66 42 32 1 
OND 5 10 0 15 
HND 2 16 1 19 
Degree 0 2 1 3 
OCSE . .......... . ..... .... 
34 45 136 
Access to 
.......... 
1.6 14 38 
SCOTVEC 0 0 0 0 
Iris Leaving Certificate 0 1 0 1 
International Baccalaureate 0 0 0 0 
Scottish Higher 0 0 0 0 
ONC 1 it 1 13 
HNC 0 13 0 13 
Dip HE 3 1 1 5 
Open University Credits 0 3 2 5 
total sample 92 89 70 251 
An item was included in the questionnaire (Appendix 2 p. 3 Question 20) to 
explore the time taken to obtain the qualifications required for entry to university 
by those stuents who left school at statutory school leaving age. The results 
(Appendix 8)) were inconclusive. 
Students were also asked to provide "other qualifications not listed including 
'vocational' as well as 'academic qualifications"'. Responses (Table 7.8 p-104) 
showed that students had a wide range of additional qualifications, The list 
included vocational qualifications at different 'levels' together with qualifications 
in specialist areas such as music, the arts, languages and sports coaching awards. 
The data suggest that students took courses in education for reasons associated 
with their work and career development and also to pursue their leisure interests. 
Evidence from the focus groups supports and adds to this data. The perceived 
need for qualifications, linked to improved career prospects, was included by the 
both the sixth formers and the Access students among their reasons for staying on 
at school and returning to education respectivelyý 
Sixth formers: 
"To tn' to get more qualifications. '" 
"To broaden your horizons bN . getting better qualifications .... you 
broaden 
your career horizons. 
Access students. 
'-To improve myself Better career prospects. " 
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"Yes, I had practical experience but when it came to theory I didn't have 
anything, so this (the Access course) was a good option to choose. " 
I went for a job with a finn in London and was told, got told, I was 
lacking the qualifications for this career so I made the steps to get .... 
1, 
The diversity found in the route traces is not explicable only in terms of 
qualifications however. Qualifications were important to the Access course 
students but other reasons for returning to education were also offered: 
Access students: 
"Just a natural progression really. I sort of started about 3 years ago 
doing the same, trying to put something into your life that's not just home 
and the kids. And .... every year .... I sort of carried on doing something 
else. And it was like a natural progression 'cos you know, once you've got 
that stimulation your brain needs to carry on. " (Tbe student was later 
recommended to take an Access course by a college tutor as a more viable 
alternative to A-levels. She had ability at school but succumbed to the 
diversion of more attractive pursuits such as "boys" and "staying out 
late') 
'Vell long term I'm hoping to get a better job but initially it was because 
I felt I was going stale staying at home doing nothing. " 
"I should have done this at school and I didn't .... and it's for me. " (trained, and worked, as a nurse but it was not what she wanted to do) 
To qualifications as required for career development must therefore be added an 
element of 'personal development', of using education to change an unsatisfactory 
situation. it is possible, on the basis of data available up to this point to itemise and 
account for some of the variation found in the individual route traces. The 
variation found in these might have resulted from: 
0 obtaining the qualifications required for entry to university-, 
obtaining qualifications or attending courses associated with employment: off- 
the-job training or re-training associated with a job, career development; 
the pursuit of leisure interests and qualifications associated with these; 
personal development and fife changes. 
The evidence demonstrates the relatively narrow range of qualifications accepted 
for entry to higher education. Though many of the students in the questionnaire 
sample possessed a range of qualifications, they also had items from the 'standard' 
list which appeared on the university application form. Among these A-level was 
dominant. This dominance is supported in data from the focus group interviews. 
The sixth formers wanted to study A-levels which they saw as the 'gold standard' 
for university entrance or for access to 'good' jobs. The Access students were also 
anxious to ensure that the validity of their qualification was justified, and, like the 




64 *** . it's not, it's not, people tend to think when I say Access, tend to think it's the easy Toad over A-level. I'd just like to give them a word of advice, 
I'd like to tell everybody that it's a high work load and I think it's as hard 
as A-level. " 
Thus, among the narrow range of qualifications accepted for entrance to higher 
education A-levels not only dominate of themselves, but are also perceived to be 
the 'benchmark' against which other qualifications are measured. 
Summary. 
Taking all of the evidence on education routes presented so far, including 
qualifications, there emerges first, a picture of the questionnaire sample as a group 
of students, well-qualified and with a diversity of educational experiences. Second, 
the findings demonstrate the significance of further education as a 'feeder' into 
higher education. Of those aged over 20 in the sample, 55% took courses of some 
kind in further education. When added to those who followed routes B and C the 
results show that the majority of the questionnaire sample had some contact with 
further education during their educational careers and for many their further 
education experience was significant in affecting entry to higher education. The 
contribution of further education is highlighted in offering an alternative to the 
sixth form for young students, in providing Access courses and, perhaps more 
significant, in providing ongoing opportunities for entry, and Te-entry to education 
at a number of 'levels', vocational and academic, via a diversity of courses and 
various modes of attendance across the age groups. 
Third, the evidence presented so far suggests that the individual traces do not 
necessarily represent attempts to enter higher education. Routes A, B, C and 
Group J, may represent student aspirations for university entrance but many of the 
other traces represent student responses in educational terms to life changes and 
perceived needs including the development of former careers. At this stage there 
are indications of interaction between elements of the model (Figure 1.2 p. 7), for 
example, between student characteristics and education, and employment 
experiences and education. The results at this stage are partial however. The 
interaction between other elements of the model is explored in subsequent chapters 
commencing with findings on school leaving. 
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Table 7.8 Additional educational gualifications listed by students. 
ACCA Exams Level I 
ACII Insurance Exams 
Advanced typing 
SAGA Gymnastic Coach 
Banking Certificate 
C+G Carpentry/Joinery 






C+G. AMIMI Prof Quals 
C+G. Dress + Design 
Carpentry Course Cert 
Cert in Industrial Management 
Cert of Journalism 
Chartered Inst Bank Exams 
CPVE 
Dip Sales+Marketing 
Dip. Institute of Purch + Supp 
Dip. Careers Guidance. Part I 
DMS Dip M. 
EFL. Prep Cert 
Equivalent o A Level in Music 
Foundation Course. Art/Des 
Foundation Diploma 
French Qualifications 
HCITB Training Certs 
Higher Dip(Institute Linguists) 
IMS Cert 
Inst Pub Health + Hygiene 
Institute of Bankers. Stage I 
Instute of Personell Mget 
Intermediate French 
LCCI. Private ýec Cert 
Music Exams 
Music Exams. London College 
music grades 






Proficiency of Cambridge 
RN. Operating Dept Assistant 
IRSA I 
IRSA and Pitman 
IRSA Dip. Traffic Management 
RSA Dip. Bilingual Secretaries 
IRSA Typing III 
RSA(unspeclfied) 
IRSA. Secretarial Quals 
IRSA. Shorthand 
IRSA. Word Processing 
RSA. Bookkeeping: Info Tech 
RSA. Shorthand I Typing 2 
RSA. Teaching English as IFIL 
RSAILCC/Pftman exams 
RSA/Pitman(unspecified) 
RSANVP. 1and 2 
IRSAs 
Scottish 0 Grades 
Secretarial Dip 




Young Enterprise Qualification 




IStudents who stayed on into the 6th f"m and entered university diredy from school 
d Primary 
in the under 20 age group) 
students 
....................... I .................. Temale Nale 
: 6,15,22,25,29,47, :. 11,12.14,48, 
: 49,57,65,72,90,92 : 66 





i5l (under 20) j0 to 24): . 
85(2 
ý6,88(20 to 24) 
: (total 3) : (total 1) 
.................... ............... 
MODDS 




ý23, ' 28,37,49, 
: 52,68 
. 
(total 10) : : (total 3) 
.................. ..... 
Stayed on into the 6th form and studied A-levels. 




Students who left school at statutory school leaving age, went into further education and then entered university 
(current course) directly from college. 
BEd Primary BE d Secondary MODDS 
. .................. 
(all female, all in under 20 age group) .................. ................... .................. 3,9,21,28,31,33,56,60, ]Female Wale Temale Wale 
75,76,78,86 : (under 20) :: (under 20) : (under 20) ý(under 20) 
;. JU, M, 4Z), DU : ; 1-2 
: (20 to 24) : (20 to 24) 
: 31 : 14 
*(total 5) (total 2) 
12 students) total 7 students) 
i4, ZV,, IU, 44, Of mou. 01 
(20 to 24) 
. 31,61.69 
. 
(total 8) : (total 2) 
.................. ................. 




(total 3) (3 female) 
(total 3) 
A-level A-level A-level 
3,9,21,31,56,60,76 30,45,50(3 female) 50,51 




BTEC BTEC BTEC BTEC 
33 38(1 female) 14(1 male) 4,30.44,61 
(total 1) (total 1) (total 1) (4 female) 
(total 4) 
jý-IeveVBTEC A-leveVBTEC 
74 31(l female) 
(total i) (total 1) 
Vocational 
29(1 femal e) 
(total 1) 




Students who stayed on at school and then went Into further education, either with of without completing their sixth form 
studies. 
JBEd Primary I IBE d Secondar-y-----] IMODDS 
....... ..................... All male (under 20) 
All female 
(20 to 24) 
: (under 20) ii (under 20) 
:: 43 42,54 : 1,2,8,16,32,37,44,54, : 19 (20 to 24) 
: 55 , 
62,64,81 : (20 to 24) 52 
: (20 to 24) : 24 
: 73,74 
: (total 14) : (total 2) 
I ........................... ....................... 
otal 16) (total 2) (total 2) 









al 9) 19.24 (total 1) 
(all male) 
(total 2) T 
37,44 81 43 54.42 






University: current course 
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Route D. Access: Primary BEd. 
Age Groups 
under 20 20 to 24 25 to 29 30 to 34 35 to 39 40 to 44 45 to 49 over 50 total 
70 20,83 63,68 82,85,84 51.89 
(0) (1) ý2) (2) (3) (2) (0) (0) (10) 
[F3e-male Male 
6 . 68 6r 
[2mý, 
51 (total 2) 
' 
3, ,70,82,83,84,85,89 (total 8) 





84 51.68 85 70,82,83 20 
3) (total 2) (total 1) (total 3) (total 1) 
.......... 
-Ime day Part-time day Year out -. (overseas c art 
85 70 iqualification) 
0 (total 1) (total 1) :2 tall) 

















: (total 1) 
............. 
..................... .................... : No occupation : No occupation 
: offered : offered 
: 51 : 85 
(total 1) (total 1) 
............ I ........ .......... f ......... 
Access 
University: current course 





Route D. Access. Secondary BEd 
Age Groups 
under20 20 to 24 25to29 30 to 34 35 to 39 40 to 44 45 to 49 over 50 totaf 
0 3,49 9,11,28.42 20,8.12 16,41,78.40 0 36 0 
0 (2) (4) (3) (4) (0) (1) (0) (14) 
Female Male 
9,111,16,20,28,36,41,78.94 3,12,40,49 
(total 10) Ootal 4) 
Stayed on at achool Left School Left school Stayed on at 
9 11,42,20,84,16,41,78,36,28 12.40 school 
3 
(total 1) (total 9) (total 2) (total 1) 
(total 1) 
9, RA 16,20.78 28 1 I, 36,41,42,12,40 3,49 I 







P rt-ti ay a med Part-time day F me ull-ti F2
ý 
ND 02 
Course Course Course Course 
16,20,78.84 11.12,36 3 49 








ice Leaming I Distano 
41, Leamini 
40 
1) (Total 1) 
Access 
University, current course. 
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Route D. Access. MODDS. 
Age Groups 
....... I ............................... I ................................................................................ 20 20 to 24 25 to 29 j3O to 34 '35 to 39 ý40 to 44 i45 to 49 iover5O itotal 
: 25 : 7,12,14,33,45, : 1,20,24,39,40,70 : 2,67 : 35 41 
: 46.65 
: (17) : (6) : (2) (0) (0) 
Female Mal 
25,7,14,33,45,65.1,20,24,39,40,70,2,35,67 12,46 
(total 15) (total 2) 
Stayed on at school Left school Stayed on at school Left school 




(13) (0) (2) 
, 39,35 
COUW II11 114.70 





.......... I .......... Course Evening Course jNo omupabon Evening Course 
14.70 : offered 35 
: 25,65 
(2) J2) (1) 
..................... 
1,24,40,67 1111 17,39 11 112,46 
Access 




Students who gained university entrance qualifications through involvement in a range of different types of 
educational provision other than Access courses: evening courses, part4ime day, OU, other distance learning 
etc. 
Bed Primary: Female 
Age Groups 
.......... ................... ..................................... to '25 to 29 5i ý ii AO lo 44 '. 45 to 49 ýcver 50 Aotal 
: 23.43,58,59 :: 4,36,41,88 : 5,13,34,42,50 :: 40,52,53,80135 ýO 1. i :0 : 71 
(0) ý(4) : (4) 
RI) i(O) : (19) 
----------------- 
on at school 
l5,36,50,52,53,58,71,80(l 1) 
4,35,36,71 1 ý23 0 52 5 5,53 
20 
1 
(total 4) ý; (total 2) 
Work FE 
4,35,36,71 23 
(total 4) (total 1) 
HND Year out 
course 23 
36 
(total 1) (total 1) 
ay Pfr day 
5,53 
(total 2) 
ming course Evening 
58,4, 35,71,50,52 Course 
53 













1) Ootal 2) 

















Students who gained university entrance through involvement in a range of different types of 
educational provision other than Access courses: part4ime day, OU, other distance leaming etc. 
BEd Primary Male 
Age Groups 
nder 20 20 fo 24 25 to 29 30 to 34 35 to 39 40 to 44 45 to 49 over 50 total 
26 0 10,18 79 000 




Students who gained university entrance through involvement in a range of different types of educational 
provision other than Access courses: part-time day, OU, other distance learning etc. 
BEd Secondary. Female 
Age Groups 
under2O 20 fo 24 25 to 29 30 to 34 35 to 39 40 to 44 45 to 49 over 50 total 
2,4,29 32,74.82 27,46,71.75 37,47,48,69 000 
76 




Students who gained university entrance through involvement in a range of different ypes of educational 
provision other than Access courses: part4ime day, OU, other distance learning etc. 
BEd Secondary. Male 
Age Groups 
under 20 20 to 24 25 to 29 30 to 34 
0 26,39,70,86,53 1 
34 
(0) (5) (1) 
35 to 39 40 to 44 45 to 49 over 50 total 
13 22,80 44 0 
0) (2) (1) (0) 
































Students who gained university entrance through involvement in a range of different ypes of educational 
provision other than Access courses: part-time day, OU, other distance learning etc. 
MODDS 
Age Groups 
under 20 20to24 25 fo 29 30 to 34 35 to 39 40 to 44 45 to 49 over 50 total 
0 5,8,13,15,26,48 27 9 10,11,62 0 63 
60 









































J on at school Stayed on at school 




15.48 60,62 11,13.27 
(total 2) 
1ý 
(total 2) (total 3) 
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Route F. B Ed Primary 
Sturndents who entered via a vocational route ie those who gained vocational qualifications as 
part of their training for a form of employment 
Age Groups 
under 20 20 to 24 25 to 29 30 to 34 35to39 40 to 44 45 to 49 over5O total 
000 18 69 000 
(0) (0) (1) (1) (0) (0) (0) 2 
Male Female 
69(l) 18(1) 
school Stayed on at school 1 118(l) 
mechanic) 
18(1) 
City and Guilds Occupation lisited as quantity suveyor. 
A. M. I. M. 1 No additional qualifications given. 
Professional qualifications period as 'housewife. 
I University. Current course. I 
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Route F. Secondary B Ed 
Students who entered via a vocational route le those who gained vocational qualifications as 
part of their training for a form of employment 
Age Groups 
under 20 20 to 24 25to29 30 to 34 35 to 39 40 to 44 45 to 49 over 50 total 
0 8,65 35,55,58 77 17,60,81 0 21,64 0 
61 
(0) (2) (4) (1) (3) (0) (2) (0) 12 
17,35(2) 












D Course FIT course 
1) 
1 181(l) Ffr course 
1) 
P/T day course 
17,35(2) 
[ P/T day course 
8,21,58,64,77,60,61,55(8) 







HND DMS. Dip M JHNC 
8,58,64,65,77,81(6) 21(l) 
University. Current course. 
117 
Chapter 7 
Route F MODDS 
Students who entered university via a vocational route Le. those who gained qualifications which 
are acceptable for university entrance as part of their training for a form of employment. 
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Route G. B Ed Pdmary. 
Students who had been in the higher education system prior to their current course 
Age Groups 
20 201o24 251029 30 to 34 35 to 39 40 to 44 45 to 49 over 50 total 
27,46 17,67 00000 
(2) (2) (0) 0 (0) (0) (0) 4 
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Route G. B Ed Secondary 
Students who had been In the higher education system prior to their current course 
Age Groups 
under 20 20 to 24 25to29 30 to 34 35 to 39 40 fo 44 45 to 49 over 50 total 
0 5,10,18,23 19,63,67 54,79 73 56.62 0 
57,66 




Stayed on at school Left school 
FStay on at school 
10,67(2) 23,57,66,62,54,56,5(7) 118,63,73,79,19(5) 




FE F/T Course FE University 
10,23,57,62,66,56(6) 63(1) 19,73(2) no evOence 
of degree 
L I 
D Course HND Course HNC Course HND Course 
4HNc 
co! jursa 
School 10,23,57,62,66 5,54,56(3) 63J9,18(3) 73(1) 
1) 18(6) 
rk 
I FNo record of Work Work 








University. Current Course 
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Route G. MODDS 
Students who had been In the higher education system prior to their current course 
2 only students 
Both female, Age gmup'20 to 24' 
32,34(2) 





HE I JHND 
No record of employment 
University. Current course 
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Route H. B Ed Secondary 
Students who obtained the qualifications neccessary for university entrance during their school 
career (or equivalent FE programme), left the education system and entered university at a later 
date. In the meantime they had no contact with the education system. 
Age Groups 
under 20 20 to 24 25 to 29 30 to 34 35 to 39 40 to 44 45 to 49 over 50 total 
0 8,65 35,55.58 77 17,60.81 0 21,64 0 
61 
(0) (2) (4) (1) (3) (0) (2) (0) 12 
M female 
7,33,59(3) 




University. Current course 
Route H. MODDS 
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Route J. B Ed Primary 
Students aged under 20 who took a year out prior to starting their current course. 
Route J. 8 Ed Secondary 
I student only 




Stayed on at school 
Workftining 
(trainee technician) 
University. Current course 
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Route J. MODDS 
Students aged under 20 who took a year out or followed another altemaive prior to starting 
commencing their current course. 






No employment Worked as Worked as life No employment 
record nursery assistant guard record 
(1) 53(l) 19(1) 66(l) 
University current course. 
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Chapter EiQht. Educational experiences. 
Leavinq SChool. 
School leaving is significant since it represents the first stage in the route traces 
and for many students the key to what follows in terms of educational experience. 
This chapter develops the findings on education routes by exploring experiences of 
school leaving drawn from both elements of the study, quantitative and qualitative. 
Distributions taken from the questionnaire items are compared with the findings 
from the focus group interviews. 
Of the whole questionnaire sample (Table 8.1) slightly more stayed on at school 
than left at statutory leaving age. 
Table 8.1 School leaving: statutory age: all sample. 
left 119 48.57% 
stayed 126 51.43% 
total 245 100 
Age was a factor in this result. Analysis by age groups alone (Table 53: 3, Chart 
5.3: 1) shows that the 'under 20' group stayed on at school in a ratio of 11. These 
students followed routes A, B, C and J and would therefore have remained in the 
education system in school or in further education. For the remaining age groups 
(apart from the '40 to 44' group ý, the students were more likely to have left than 
stayed on but in each age group a significant proportion of the students stayed on 
at school. Of the 'mature' students approximately half had the opportunity to 
attain the qualifications for entry to university at that stage in their educational 
careers. Some did so, for example those who followed route G, but many selected 
another alternative. 
Chart 8: 1 
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Neither gender, nor gender across the age groups, seems to have contributed to 
this result. Gender difference (Table 8.2) was very small with slightly more of both 
gender groups staying on. 
Table 8.2 School leavinci: Ge der. All sarnDle. 
female % male % 
left 84 48.27 35 49.3 
stayed 90 51.73 36 50.7 
total 174 100 71 100 
total sample 245 
Comparison of age groups with gender also indicated little variation. (Table 8.3) 
Table 8.3 School leavinci: qender and aue arouos. 
left stayed 
female male total female male total 
under20 24 3 27 42 12 54 
20 to 24 18 12 30 16 9 25 
25 to 29 13 7 20 9 4 13 
30 to 34 13 4 17 11 4 15 
35 to 39 12 3 15 9 3 12 
40 to 44 2 2 4 3 3 6 
45 to 49 1 4 5 0 1 1 
over5O 1 0 1 0 0 0 
84 35 119 90 36 126 
The social class of parents, father or mother, among the sample had little influence 
on rates of staying on at school (Table 8.4). The high correlation between findings 
for mothers' and fathers' occupations as stated support this. The under- 
representation of social classes IV and V in the sample must be borne in mind, 
Table 8.4 Student School leaving: Parents Social Class. 
father mother 
Let Stayed LM Stayed 
on on 
1 13 16 00 
11 31 35 23 25 
HIM 39 38 10 
IIINM 4 12 25 
IV 7 4 14 
V 0 




Correlation 0.97 0.98 
(NB. The table includes only thow parents for whomstudents recorded a 
response which cou ld be coded. for social c/ass) 
Evidence on destinations at school leaving however shows that the majority of the 
students stayed in the education system or went into training or training and 
education. Of the students who left school at statutory age (Chart 8.2) 59 (over 24 
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% of the whole sample) went directly into FE which means that over three quarters 
of the whole sample stayed in the education system full-time beyond statutory 
school leaving age. A further group of 13 went into work which offered training, 
or training and education, which means that 198 students (total sample 245) or 
80.8% of the sample stayed full-time in the education system or went into 
vocational training on leaving school. This findings is supported, both in the social 
class of the students' own occupations, their involvement in professional or skilled 
occupations, and in their commitment to continuing education as shown in the 
route traces. 
Chart 8: 2 





Data on school leaving alone can therefore be misleading if considered in isolation 
of the take-up of alternative forms of education and vocational training on offer. 
Further analysis using the routes data and other items from the questionnaire 
shows that of those 44 students who left school and went to work-. 
"a further 22 subsequently went into work which offered training and of' these 6 
gained the qualifications to enter university as a result of that training 
" of the 22 remaining students II had no further contact with the education 
system until they took an Access course and II re-entered the education 
system by another route at a later stage. 
'raking out the 'under 20' group, who either entered university direct or aller 
taking a 'year out' it becomes possible to analyse the 'mature' student group in 
more detail. Of the 72 students over the age of 20 who stayed on at school, 5 
entered university on to their current course after leaving further education 
(younger students in the '20 to 24' age group), another II took courses in higher 
education prior to their current course and a further 4 students obtained the 
qualifications for university entrance through vocational training related to their 
work. Of the remainder, 6 students took an Access course before entering their 
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current course and 34 took a variety of post school courses. II used the 
qualifications gained at school to gain entry to their current course. 
Analysis of the questionnaire data by both distributions and routes, and data on the 
social class of students, suggests that the increase in 'adult returners' into higher 
education is more a process of 're-cycling' than of drawing on 'new material'. This 
is not to deprecate the progress made but suggests that currently there remain 
untapped reserves of ability in the population. 
Data presented thus far offers information on what happened to the questionnaire 
sample at school leaving age. Results from the qualitative samples provide 
information on the experiences of students and throw light on decision-making at 
school leaving age. 
It is recognised that comparison between the experiences of the Access groups 
while at school, and at school leaving age, and the sixth formers must be 
considered in the light of age differences between the two samples. For the sixth 
formers school was an immediate ongoing experience and reflection was short 
term, while for the Access students school experience was a matter of recollection, 
looking back over some years of intervening experience. Comparison between the 
samples is not therefore direct but takes the contributions of each group of 
students as valid at the time of data collection. 
Table 8.5 6th form students. Summary of views on alternatives at school leaving age. 
work Sth form FE YT 
favourable unfavourable 
low paid job, no future know the staff starting again Group response 
good jobs need A- know other pupils fitting 6 years in to 2 years Interview I
levels most of your friends were To question What about 
money in the pocket staying on to YT? 
now but no future know how school Laughter, A number of 
people who get work operates responses. No. Head 
have now 'reached security shaking. 
their peak' It's what you are used to 
2 more years to decide 
what you want to do 
group responses: provides disciplined provides freedom but also No, slave labour. 
Interview 2. To environment, 'pushed', lemptation' to 'mess about' Pay Is poor 
question Dd any Of 'encouraged' not'pushed' No security 
vou think of kavingi all time timetabled allowed free time outside No auarantee of a lob 
and going to work? 
A number of 
responses. No. Some 
nervous laughter 
completion of work 
checked and 'chased up' 
Need additional study, 
might as well do it 
somewhere familiar 
Unfavourable 
teachers push you 
around 
having to sign a contract 
formal lessons 
Left to you're own devices 
work not checked or 
'chased up' 





It's exploited on YT. 
Basically, to get you off the 
streets 
Too specialised 
It still runs but It's not as 
popular as it used to be 




Contributors to the sixth form focus groups recognised that there were 
alternatives available to them at a school leaving age: to enrol onto a Youth 
Training scheme, to leave school and get a job, to move into further education or 
to stay on at school into the sixth form. The views expressed by the students are 
summarised in Table 8.5 (previous page) 
Work. 
Students offered few contributions on the alternative of leaving school and getting 
a job and those offered were largely derogatory. 
Group C. 
Interviewer. 
"Did anybody think about leaving and going to work? " 
A number of responses. No. Some nervous laughter. 
Members of Group D supported their views of the superiority of staying in 
education over leaving for work from their knowledge of those who had chosen to 
leave school. 
Interviewer. "Do you ever see any of them (pupils who chose to leave 
school), do you see any of them? " 
'Well they've all got jobs but just jobs they'll have, well the same sort of 
jobs they'll have for the rest of their lives really, they've reached their 
peak. 11 
'917hey may have more money now but in the end we are going to have 
more than them. " 
"They might have a bit of money in their pocket now so they can go out 
and enjoy themselves now but what's it going to be like when they've got 
a family, and that money is not going to stretch very far with a large 
family. " 
In the perception of the students there was little opportunity of any work worth 
having without at least A-levels and preferably a degree. They did not seem to 
have given any consideration to career development through promotion or further 
training within work or for the validity of qualifications outside the higher 
education system. They saw A-level as the 'gold standard' in terms of not only 
qualifications but access to careers and 'good jobs' via higher education. 
Youth training. 
The response to YT was uniformly negative, if not derisory, across all 4 groups. 
Criticisms of YT included low pay, lack of a job at the end of a programme, lack 
of security, "slave labour" and over-specialisation. One student felt that the 




"It's basically just to get you off the streets isn't it? " (In response to this 
comment another student asserted "Anyway, let's not go into the political 
side of it! ) 
One student saw it as being for people with fewer "options": 
"The whole thing about YTS, everybody in it views YTS as being for 
people who are, who have not got many other options, whereas everybody 
in here is quite capable of getting good A-level results and going on to 
university". (Another student commented "Speak for yourself '. ) 
The general perception among the students was that the programmes were of poor 
quality, poorly paid, offered little future and were for people with limited choice, 
all of which seemed to make such programmes inappropriate for these groups of 
students. 
Staying on in education. 
Negative views of the alternatives available at school leaving were countered with 
positive views of staying in education. Among the specific reasons offered in 
favour of continuing education were: 
"A better chance of getting a job. " 
"To try to get more qualifications. " 
"To broaden your horizons by getting better qualifications. I felt 
personally that to get A-levels you .... you broaden your career horizons. " 
"Because I wanted to go to university. " 
Staying on also offered additional time to make decisions concerning the future. 
"It's an extra 2 years to decide what you want to do. " 
One student felt that he had little choice in the matter since his mum told him "he 
had to" stay on. 
Sixth form or Further Education. 
For all of the school students in the sample staying in the education system offered 
the only viable alternative at school leaving age and, therefore, the future depended 
on a choice between school and FE. A number of the students had considered FE 
as an alternative to the sixth form but offered a variety of reasons for staying on at 
school. The familiarity and security of an environment in which they had spent a 
long period of time were major factors. 
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"It's an easy extra 2 years, well it isn't easy but its not a change. It's not 
like you've got to go somewhere else. Because you know everyone as 
well. " 
"Because you know everybody. You know the teachers, you know how 
the school works and its what you are used to. " 
"You can't really get that far as well. Well it depends. If you've got a 
course in mind you can go off and do BTEC and other things but most 
people want to do A-levels, and, yes, I agree, it's like security and you 
know where you are. " 
"It's starting again isn't it? You've got to start again". 
Perceived differences in teaching/learning style between sixth form and FE was 
also a factor. A number of students felt that they needed the "regime" of school in 
order to work effectively: 
"Courses are good if you know what you want to do but I wanted to do A- 
levels and being here I wanted the extra, I suppose in a way, the extra 
security of school, but also being told we need this piece of work in, 
whereas in college you are left to your own devices and I needed that kick 
up the backside. "
"I didn't though 'cos I came here new from my other school. I was going 
to go to college but I thought I'd do better at school. I'm not, I don't work 
very hard unless I'm pushed. " 
"If I'd gone to college I think I would have done really badly because I 
need someone to kick me up the arse basically. " 
"it seems like at college its less work and more fun. I decided to come here 
because I want to work and I don't want to waste my time. I'd rather work 
and get it over with. " 
"And also if you've got essays and projects to do they don't even chase it 
up. They just say if you hand it in you do . ..... .I actually do a part time 
course at college as well. We were asked to do some essays a couple of 
weeks ago. Nobody did them. " 
The result of this approach was perceived by the students to be a high drop out 
rate: 
"Most of my friends they've dropped out of college now, like people I 
knew last year' . .... 
.. Half of them are at work, half of them are just at 
hcnne. " 
There was also a poor perception of the quality of FE colleges. 
"But there are not many good colleges round here so this was the only 
choice really .... ...... college, that's where 
I would probably have gone on 
to. It hasn't got a very good reputation really. Sort of put me off a bit. " 
The students did not feel that they were "pushed" or "forced" to work at school 
but they were "checked up on", work was demanded, there was a lot of 
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encouragement and private study time was supervised. The opportunity to leave 
college when not actually taking a class offered the "temptation" to avoid work 
and 'mess about. 
With reference to the approach of the school staff- 
"Yes they check up on us and they cncoumge us a lot and it really makes 
you work. " 
Despite general agreement among all four groups on the superiority of the sixth 
form as opposed to FE, three students expressed dissatisfaction with their sixth 
form experience and felt that they might have been More successful in FE , 'One of 
these felt that the facilities in FE were superior while the other two expressed some 
dissatisfaction with the approach of the school: 
"I sometimes wish I had as well (gone into FE) I haven't enjoyed it. I 
can't stand the teachers bossing you around. They said they'd change 
when you got to the sixth form but they haven't reafly. " 
The second student objected to being required to sign a contract. 
The inconsistency inherent in their argument that they had stayed at school because 
they needed the disciplined approach and yet they objected to the teachers 
6pushing them around' did not seem to occur to the students. 
The contributions on FE offered by these students suggested that they viewed it as 
a second rate option. This might in part reflect their need to justify their choice in 
staying at school but might also indicate the "street level" view of FE held by 
young people. The approach which FE colleges see as "more adult" is viewed by 
the young people as offering increased freedom and more opportunity for "fun" 
but also increased 'temptation', whereas the school approach is less flexible but 
offers a greater likelihood of "success" in terms of completing study programmes 
and passing examinations. Among the groups interviewed A-levels were seen as 
the most valued qualifications which provided access to higher education and 
subsequent access to "a good job". Since they wanted to study A-levels, were 
familiar with the school environment and FE was an inferior option there seemed 
little to be gained from leaving school. 
The negative views of the alternatives on offer at school leaving expressed by the 
students are reflected in the stage in their school careers when the decided to stay 
on. The students arrived at their decision at varying stages in their school careers, 
summarised in quotations from the interviews(Table 8.6. over leaf) 
A number of the students were uncertain about when they decided that they 
wanted to go in to higher education but traced this back to an early age. For 
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example, in response to the question "Can you remember when you decided to go 
to university? " they responded: 
"When I was about 6. " 
'Vhcn I was this big. "(indicating very small and later emerging to be 
"about Y) 
"I've always wanted to go. " 
"I've always known I wanted to stay on at'school. " (both parents had been 
in HE) 
"Erm .... well, I've always wanted to go into the sixth form. I guess I have always wanted to do A-levels. "
"As long as I can remember .... what qualifications I vuanted .... since the first year I have wanted to go into the sixth form. " 
Table 8.6 6th formers. Age on deciding to stay on at school, go into HE 
prior to secondary On entry to secondary during secondary at statutory school 
school school school leaving age or beyond 
When I was about 6 
When I was this big 
When I was about 6 
I've always known I was 
going to stay on into the 
6th form 
When I was little 
I've always wanted to go 
(to university) 
since I started this school 
(age about 11) 
expressions of agreement 
from a number of 
members of the group 
Years before I made the 
decision 
I think I was about 12 
a couple of years ago (but 
had considered it before 
then) 
probably 3rd year, 
something like that 
about the 4th or 5th year 
I thought later, about the 
5th year 
when I chose my career 
When I decided to do A- 
levels 
It starts In the 6th fbrm 
I changed my mind in the 
6th 
The majority of the students made their decision before or at the age of 11. Those 
who decided in the 5th year were in the minority. The students found it difficult to 
provide an actual point in time at which the decision was actually made. For 
example when asked a direct question "Did anybody actually tell you that? " i. e. 
that they should stay on at school and go to university students replied: 
"No, not really, no. It's just that ...... 
"You just saw people in your family and that- 
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Similarly in response to "Who told you? You are all thinking about uniYersity. 
Who told you were cleyer enough? " students replied: 




"It wasn't as direct as that. Itm-as just basically encouragement. " 
"My dad did. " 
The actual ages offered by the students are retrospective and to be regarded with 
caution but they are significant in that they indicate a process, rather than a point in 
time, through which the idea of sixth form and higher education came to develop. 
The almost 'seamless' view of the progression through the 6th form into higher 
education became apparent at an early stage in the interviews. It was initially 
intended to consider school leaving and entry to higher education as analytically 
discrete but student contributions made this difficult. 
Contributors to the Access focus group interviews offered a number of reasons for 
not staying on at school. These included: 
negative school experiences and a lack of encouragement to do so from either 
school or family or both 
financial considerations, either parents couldn't afford it or were in a financial 
situation in which immediate wage earning was seen to be more important 
gender, situations in which girls were not encouraged to stay on or were 
prevented from doing so 
a more viable option such as FE or work and training, 
lack of motivation. 
For a number of students staying on was not an alternative to be considered either 
by their schools or their parents. 
Interviewer. "Can we try and look a back a little further now? If we go 
back as far as school. Did you see when you were at school university as 
a possibility for you? 
"Forget it. " 
"No, none whatsoever. " 
"It was just leave school and try to find a job if you could. " 
When I left school jobs were easy to get, you know. You left school and 
got a job. " 
"I said in secondary schools I don't think it was pressured that much. I 
mean, I went to school. At sixteen that A-as it, goodbye, off you go, 
you're back into the outside world now. I just got a job straight away. " 
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A number of students cited very negative general experiences of school: 
"It (school) was abusive. It was aggressive, a bad area, it was really 
aggressive. The teachers didn't'really care, they couldn't care less. I -Aras 
just rejected everyday and you could just .... if you could be bothered to 
go to class you couldn't be bothered to learn. And it was just a waste. It 
was a shame, you know. " 
"Yes. My experience was about the same as his. The school we .... I went 
to wasn't good. I think I was probably a3 day a week lad. And .... erm .... 
a lot of our teachers were very aggressive as well, the school was 
aggressive as well and it was a case of going just to keep the .... er .... 
truant man from your door, I think. " 
"My experience was I moved into a bad area. 'Mere was no help, there 
was no encouragement. I was bullied at school. I was a bullied child even 
after school. There was no support at the school. " 
"Insufficient". "Me standard of teaching %Nusn't .... there 
isn't 
.... it could 
be lack of resources but the standard of education isn't sufficient .... to 
prompt you ...... 
"I thought about ( staying on) it but it but I was bored, I didn't want to be 
in that environment, I just wanted to get out. " 
Some students in the sample enjoyed school and some stayed on into the sixth 
form but saw their own lack of motivation or ability as a major cause of poor 
school attainment. 
"I enjoyed school. I was just lazy though. At first it was great, it was a 
new experience and then it would get harder and in the end I would just 
sort of opt for the easy way and not do it. " 
"It's just something you come to yourself, I think. I mean me, personally, 
I pratted around a lot basically. I liked school but not for the education 
side. I used to like the social life. I used to get all my free fags there. " 
"I did stay on at school but .... erm the way I .... I 
look back now .... you 
look back at things .... you think, well, why 
do they put things like A-level 
and o-leveis there when you're in the same age, you're looking for boys 
and staying out late. All those things, so that the balance shifted for me. 
More going out and enjoying myself. So that looking back I probably 
would have been able to do it. " 
`61 always enjoyed school but I didn't think I was very clever. So whether 
that -was because I -vras never encouraged to think that I'm not quite sure 
looking back. " 
I stopped on but I just lost interest. " 
Considering the data from the focus groups in terms of routes it offers some 
indication of the factors which lead to the production of routes A, B, and C. 
Student choice of course and subject may have had an effect on embarking on 
routes A or B. For example, Some of the students in the questionnaire sample had 
studied BTEC which was not available 
in schools and it is reasonable to assume 
that the availability of subject options in school and college may also have affected 
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the route followed. Structural factors may also have been involved. Some schools, 
and some local authorities, for example, do not offer a sixth form. The perceived 
differences expressed by the sixth formers between school and college in terms of 
learning approach and ethos will also have affected student decisions. Failure or 
disillusionment in the sixth form found among both the schools and Access focus 
groups provides some indication for the existence of route C. 
Comparison between the school students and some of the Access students shows 
significant differences and indicates factors which influenced students to stay on at 
school or leave. The sixth formers saw no viable alternative to staying on at school 
and entering higher education and for many the decision was made a long time 
before it was necessary to do so. Though they were aware of the alternatives 
available to them they had not given any real consideration to these since staying 
on was perceived as the appropriate route. The students shared a positive school 
experience. They had gained sufficient GCSEs to enter an established sixth form 
and were now looking forward optimistically towards university entrance. The 
attitudes expressed towards school and teachers was, in the main, ambivalent 
rather than critical or laudatory, but a recognition of encouragement from teachers 
as well as practical help was universal across all of the interviews. The findings 
support the results of Roberts and Ifiggens (1992 p. 28) that staying on and 
entering higher education was in effect a non-decision for the sixth form students. 
The Access experience of school was more diverse, significantly less successful 
and characterised by degrees of dissatisfaction and disappointment. They were 
more critical of schools and teachers and their responses were more emotive. In 
contrast to the experiences of the sixth formers, there was evidence that a number 
of the Access students attended schools in which there was no tradition of 
university entrance: a response to staying on at school similar to that found by 
Heathfield and Wakeford (1990 cited this study Chapter 2 pp. 30-33). Some of the 
Access students made a positive choice of a route alternative to staying on as is 
shown in the routes diagrams. 
Summary 
Consideration of the results thus far in terms of the theoretical framework and the 
model (Figure 1.2 p. 7) can (again, as at the end of the last chapter) only be partial 
since the other elements of the model and the findings on advice guidance and 
influences will be considered later. Accepting this, there is evidence that the model 
components operating to influence the sixth formers, education and social milieu, 
were positively directed towards staying on at school and these influences had 
been in operation for some time. The sixth formers recognised and dismissed 
alternative options. The operation of the same model components, education and 
social milieu, upon a number of the Access students were, alternatively, negative 
or ambivalent as demonstrated in unsatisfactory school experiences and lack of 
support from home. 
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Both groups of students referred to 'lack of options'; the sixth formers saw 
themselves as having a number of options which others did not have, while the 
Access students saw themselves as lacking in options. This, together with the age 
at which the sixth formers decided to stay on, suggests that by school leaving age 
the two groups of students already had very different perceptions of their situation 
and of their future. The interaction between prior experiences at home and at 
school therefore resulted in the likelihood that one group of students would pursue 
a route leading directly into higher education and another into other alternatives. 
Subsequent argument (including Chapter 12) will suggest that social milieu, and 
particularly parents, was the more significant influence but in developing the 
argument it is first necessary to consider the study data in terms of the other model 
components. The next chapter deals with the influence of employment and 
unemployment on entry to higher education. 
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Chapter Nine. Other life experiences: employment. 
This chapter is concerned with the effiects of employment and unemployment on 
entry to university and the interaction between these and other components of the 
model. The results of both the questionnaire and focus group interviews are used 
to explore student experiences. 
Student experience of employment. 
Students in the questionnaire sample were asked whether they had gained 
experience of full-time employment prior to commencing their university course, 
The possible significance of part-time work was recognised but it was decided to 
concentrate on full-time work and what students regarded as their 'main' 
employment, that is, work commensurate with their qualifications and experience. 
The results indicated (Table 9.1) that almost 6_3% of the sample had gained 
experience of work and that this experience varied in accordance with age (Chart 
9.1). Only some 14% of the under 20 age group, the "traditional" university 
students, had been in full-time work. This included those in Group J who had taken 
a 'year out' before commencing their course. It is reasonable to assume that the 
younger members of the 20 to 24 age group also fell into the 'traditional' category. 
On the basis of this evidence routes A, B, C and J have little significance in this 
element of the study. 
Table 9.1 Questionnaire sample. Student experience of employment. All sample. 
all sample experience of per cent 
employment 





ft 60 I-- 0 CL 50 
40 
- 30 0 20 0 Z 10 
0 
Experience of employment. All sample x age groups 
IM all sample 
0 employed 






Despite the larger number of females in the sample a greater percentage of the 
males had gained experience of full-time work (Table 9.2). This finding is also a 
related to age: the sample contained a larger number of young women, particularly 
on the B Ed Primary Course who had not been in employment. 
Table 9.2 Experience of emplovment: all sample. Gender. 
female male 
experience all sample % experience of all sample % 
of employment 
employment 
98 178 55.06 60 73 82.19 
Data on duration of employment experience were also collected. The evidence 
showed (Chart 9.2) that the majority of those who had been in full-time work 
(70%) had worked for over 4 years while 42% had been in employment for over 8 
years. Work had therefore been a significant factor in their lives. The more mature 
students had been at work for a longer period of their lives and had moved 
increasingly towards occupations in social class IL(see Chapter 6) 
Chart 9.2 
Experience of full-time employment. All sample. Duration 
up to 6 months 
7% up to I year 
7% 
over 8 years 
43% 
1 to 3 years 
16% 
4 to 7 years 
27% 
106 students stated that they had been involved in work experience as part oftheir 
school or college course prior to commencing their university course. 
Student experience of unemployment. 
Students were asked whether they had experience of being unemployed and in 
receipt of benefit, that is, "officially" unemployed as opposed to "not working". 
A high percentage of the sample had experienced unemployment (Chart 93). Of 
158 students who stated that they had been in full-time work 9_3 1 (58.9%) had been 
unemployed. The youngest two groups were less likely to have experienced 
unemployment than the older groups, they were also less likely to have had 














0 of employment 
N of unemployment 
Though the majority of those who had been unemployed had experienced this only 
once (Table. 9.4) a significant number (39 students) had been unemployed on two 
or more occasions and a smaller number (33 students) over 7 times. 
Table 9.4 Student experience of unemplovment: all sample. 
times unemployed 
once 52 
2 to 4 times 36 
5 to 7 times 3 
not known 2 
total 93 
Duration of experience of unemployment showed a similar pattern (Table 9.5) with 
a larger number of students unemployed for short periods. A small number had 
experienced longer term unemployment of over 2 years. Findings for male and 
female students were similar. 
Table 9.5 Student experience of unemPloyment: all samp e duration. 
duration of unemployment 
up to 6 months 48 
7 to 12 months 32 
13 months to 2 years 5 
over 2 years 6 
not known 2 
total 93 
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Fragmentation of employment experience and difficulty in finding work is 
supported by findings for the number of students involved in Government Training 
Schemes. 22 students had experience of Youth Training and 28 of Employment 
Training prior to entry to university. 
Forty three students, 461/0, of those who had experienced unemployment, stated 
that this experience influenced their decision to enter higher education but 87 
students (55% of those who been in full-time work) stated that their experience of 
employment had influenced their decision. 
Focus groups 
Among the schools sample there was e, ýIdence offear of unemployment, including 
graduate unemployment but the main concern of the students was to enter a 
career' rather than a 'job' as a result of obtaining A-levels and a degree. The 
Access students, being older, had all had experience of work. Data on former 
occupations was not collected in a formal manner but emerged out of the 
interview, sometimes in response to a specific question. No information was 
forthcoming from 6 students but there was sufficient data to produce Table 9.6. 
The table lists the information provided by the students which sometimes took the 
form of a job title, for example nurse, personal assistant, and sometimes a type of 














































The students had gained experience of a number of different occupations or of 
different jobs within the same occupational area. For example, one former soldier 
fisted farm work, working as a bouncer, a lorry driver and 'quite a few other 
things', another listed various jobs associated with hotel work, another a range of 
different types of shop work and another a range of 'caring' occupations. This 
result implies that the occupations listed by respondents to the questionnaire may 
under-estimate the diversity of occupational experience within the sample. 
A number of the Access students had continued to work either part-time or at 
night during their course. Two stated that they had been unemployed prior to the 
course and three others indicated in their responses that they had not been at work 
immediately prior to starting the course. Two students stated that redundancy had 
been influential in their decision to take the course and three had left work as a 
result of sickness or disability. 
In accordance with the results from the questionnaire sample a number of the 
Access students expressed dissatisfaction with their former occupation. This 
disatisfaction had developed over time: 
"Well I wasted 14 years of my life in a dead end job. " 
-1 think, as well, you're sort of plodding along in your dead cnd job 
(office work) and it suddenly, it hits you. I think you're sort of plodding 
along and you think is this all I'll be doing for the rest of my life? And 
inside you sort of half know that you are capable of something better. "
- Yes, I spent a long number of years doing .... er .... dull and boring 
repetitive work knowing I could do better. "
"We used to call ourselves .... when .... er .... we were student nurses, we 
used to go round with trolleys, we used to change bed pans and that. We 
used to call ourselves the ACME Shit Shovelling Company ........ Not that 
I didn't .... I did, enjoy nursing 
but it wasn't what I A-anted to do. " 
"And then you sort of go along thinking, you know, I'll work in an office. 
'Men years later you think bloody hell, you know. I have got a brain, you 
know, it's in there somewhere. " 
Summary. 
Taking the results from both the questionnaire and focus groups a number of 




fear of unemployment 
the onset of disabling conditions 
fragmentation of employment in an unstable job market 
dissatisfaction with current employment 
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the desire for a 'career' as opposed to a 'job'. This is supported in Chapters 13 
and 14 in which results on expectations of university and aspirations beyond 
university are discussed. 
The evidence suggests that unemployment, and fear of it, is one factor in 
encouraging mature students into higher education. Unemployment may, for 
example, impose change upon an individual, but there is also evidence that entry to 
higher education among adults is a proactive rather than a reactive process. 
Evidence from the data in this chapter combined with evidence on student social 
class, routes, qualifications and school leaving suggests that 'Middle class' adults 
are more likely to recognise in education a means of career development and a 
means of dealing with perceived need for change as well as a means of responding 
positively to unemployment. 
in terms of the model (Figure 1.2 p. 7) there is evidence of a relationship between 
social class, employment and education. For adults, further education (Chapter 7) 
is shown to be significant in providing the link between these components. The 




Chapter Ten. Adult responsibilities 
This chapter draws together data from both elements of the study concerning the 
influence of adult responsibilities, in the form of families and children, on entrance to 
higher education. 
Taking qualitative data first, evidence on marital status (married, single, divorced, 
widowed etc. ) was not sought in detail. It was considered that this approach, which 
might have been considered appropriate in the past, did not reflect the range of 
vanations in partnerships applicable in current society. Also a detailed question in this 
area would have been unnecessarily intrusive within the aims of the study. Students 
were asked whether they were 'married or living with a partner", accepting their 
definition of their current status. 
Table 10.1 Questionnaire sample. Partner/children. All Sample. 
raw data per cent 
married/living with a partner 81 32 
children 78 31.07 
single parent 18 7.2 
The findings (Table 10.1) show that 81 (320/6) of students in the sample were married 
or living with a partner and that most of these, 78, had children. There were 18 single 
parents(6.8% of the whole sample). Evidence of single parenthood was not sought 
directly but emerged from responsesý those students who recorded that they had 
children but no partner. 
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Analysis by age groups (Chart 10.1) showed that the sample remained predominantly 
single up to the age of 30. Only I student 
in the 'under 20' age group was married or 
living with a partner and only 9 in the '20 to 24' group. The "General Household 
Survey" ( 1992. p 17. Table 2.4. ) finds that of men aged between 16 and 24,2 per cent 
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are married and 21 per cent are cohabiting while for women in the same age group the 
figures are 3 per cent and 34 per cent respectively. Given a total of 138 students 
under the age of 24 in the sample the figure married or living with a partner was 7.2 
per cent. The sample is small but suggests that for those who see education as an 
extension of their educational career beyond school and for those entering higher 
education in their early twenties the development of marriage or partnership is 
delayed in favour of education. Alternatively, those who have entered into a 
relationship at this age are less likely to apply to enter higher education. 
The figure was also low for the 25 to 29 age group, 13 students or 38.2 per cent of 
the sample. The change in the sample from predominantly "single' to predominantly 
"married/living with a partner" occurred around the age of 30 which implies that 
those, perhaps up to the age of 30, who have family commitments are less likely to 
return to education. 
The sample was therefore largely comprised(68%) of single people under the age of 
30. There were in total 152 students who listed no family commitments, partner or 
children, all of whom were under the age of 35. 
Children. 
The need to provide care and financial support for children is likely to affect the 
opportunity for adults to return to education. Loss of earnings while attending 
university full-time and the need to provide substitute care for children can both incur 
additional financial demands. The decision of parents to return to education, assuming 
that unlimited finance is not available, will therefore be influenced by the number of 
children and their ages. In formulating the questionnaire it was decided not to ask for 
numbers of children but for age range. By this means an indication of the number of 
children involved becomes available while the effects of the ages of the children can 
be examined in more detail. Students were asked whether they had children under the 
age of five and within the age ranges '6 to 10', '11 to 13', '14 to 16', '17 to 18', and 
dover 18'. 
The results show that of the whole sample 78 students recorded that they had a 
child/children (31%) and that a greater percentage of female students had children, 
43% female and 29% male. 
Analysis by age groups (Chart 10.2 over leaf) showed that of the two youngest 
groups, students 'under 20' recorded no children and those under 24 only 2. This is 
comparable with the findings for marriage and partner and supports the argument that 
these groups delay the demands of family commitment. For the '25 to 29' age group 
the number of students with children increases to 12 and includes a significantly larger 
number of women but remains a relatively small proportion (21%) of the age group. 
Beyond the age of 25 the proportion of students in each age group who have children 
increases markedly however to 60% and rises to 75% for the 35 to 39 age group. 
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This finding again adds support to the significance of the age of about 30 in the return 
of "mature" students with family commitments to higher education. 
Chart 10.2 
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As stated earlier, data on numbers of children was not collected directly but 
information on the ages of children (Table 10.2) provides an indication of the numbers 
involved. The evidence is sufficient to provide a picture of families rather than parents 
with one child, indicating that mature students have significant responsibilities in 
addition to their university studies. 
Table 10.2 Number of children: all sample. 
number of children female students male students total 
at least I child 31 14 45 
at least 2 children 21 6 27 
at least 3 children 505 
at least 4 children 011 
total 57 21 78 
The pattern of ages of children (Table 10.3) indicates largely young families with 
children under the age of 13. 
Table 10.3 Children: aqe qroups. 
children: age groups female students male students total 
under5 23 6 29 
6 to 10 33 9 42 
11 to 13 17 5 22 
14 to 16 9 3 12 
17 to 18 1 1 2 
over 18 6 6 12 
total 89 30 119 
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There is some indication that parents wait until their children are over school age 
before returning to education but 29 students, 37% of those who have children, have 
children under 5. This adds support to the significance of family commitments for 
'mature' students and particularly for women, assuming that they retain major 
responsibility for domestic and family commitments during their studies. 
In order to take account of other responsibilities which might influence entry to higher 
education students were asked whether they had any adult dependent relatives. 
'Dependent' was intended to embrace both financial and other responsibilities, care or 
emotional support, for example. Nine students gave a positive response Three of 
these were students aged under 20 who could not, during their university course, be 
carrying financial responsibilities. The response was small suggesting that dependent 
relatives are not a major responsibility affecting study for the majority of students, 
though they may be a significant factor affecting ability to study for the individuals 
involved. 
Contributors to the Access course interviews drew attention to the demands of adult 
life in attempting to follow a course of study. 
Interview A 
you've got to reorganise your whole life. " 
If you've got children you've got to organise your time around the 
children and you've got to sort of .... erm ...... "That's the most difficult thing I've got to do. You've got to clean for 
them, do all the housework as well as this (course work). That's the 
most difficult time, the holidays. " 
"I don't do anything at home apart form college work, I have to say. I 
don't do any housework. The worst time is school holidays because 
I've got the children round me .... erin .... I have to direct them. I 
mean they have to stay out of my way because I have found it 
addictive. " 
All four of these responses were from single parents. 
Interview C. 
"Coping with a two and a half year old, a lively two and a half year 
old. " 
Summary. 
The results suggest that study, particularly full-time, does not combine well with the 
responsibilities associated with commitment to a partner and children, and even less 
well with children and no partner. It may be that awareness of this discourages those 
wishing to enter higher education from involvement in family responsibilities and 




Pascal and Cox (1993 p. 61) are cited in Chapter 2 (p. 36) of this study. They suggest 
that though respondents to their study were able to point to decisive factors, for 
example, marriage breakdown, age of children in starting school or playgroup, 
economic factors as well as factors associated with work, as influencing entry to 
higher education, these formed an "intricate web" of elements. Results considered to 
date support the Pascal and Cox (1993) findings. Seen in terms of the model (Figure 
1.2 p. 7) the interaction between employment and unemployment, family commitments 
and education form the 'web' found by Pascal and Cox (1993). Elements of the model 
components are drawn together at a point in time at which entry to higher education 
becomes a possibility. For mature students with family commitments there is evidence 
that the age of about thirty is significant perhaps at the time when the age of children 
and financial commitments are such as to make significant change a possibility. This 
does not imply a 'stage' in adult development (Chapter 2 p. 19). The evidence on 
education routes (Chapter 7) and on employment in the last chapter implies diversity 
in life cycle patterns, and the 're-current' use of education to meet perceived need in 
the manner suggested by Tennant (1988 p. 125 cited this study Chapter 2 p. 20). 
Making change involves knowledge, or the means to obtaining knowledge, of the 
alternatives on offer. The next chapter explores the sources of information, guidance 
and advice sought by students in both the questionnaire and focus group samples. 
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Chapter Eleven. Advice, guidance and information. 
This chapter is concerned with the sources formal and informal from which the 
students, in both the questionnaire sample and the focus group interviews, sought 
information and advice and which influenced their decision to enter higher 
education. Questionnaire results are presented first and then these are compared 
with findings from the focus group interviews. 
Sources of information advice and guidance. Formal sources. 
Responses for the whole questionnaire sample (Table 11.1) show that students 
used combinations of sources of advice, guidance and information and that 
educational professionals, college lecturers, teachers and careers officers, were 
most significant among these. However 42 students, 16.7% of the sample, either 
sought no advice or found none that they had considered to be of any value. 
Table 11.1 Professional Sources of Advice and Guidance 
All sample. Responses in descending order. 
Sources Responses. 
College Lecturers 71 
teachers 67 
careers officers 66 
did not seek any advice 29 
staff at advice shop (this university) 26 
staff at an education advice centre 16 
no advice of any value 13 
staff at another university 12 
staff at a training organisation 5 
staff at a job centre 4 
Analysis by age groups (Table 11.2) shows significant variation. Younger students, 
as would be anticipated, account for almost all of the responses for teachers and 
careers officers. 
Table 11.2 Advice and quidance: professional sources: All sample x age qroups. 
teachers 
careers guidance at school 
college lecturers 
careers officers 
staff at an education advice centre 
no advice of any value 
staff at advice shop 
staff at advice centre 
staff at another university 
staff at a training organisation 
staff at a job centre 
did not seek any advice 
under 20 to 24 25 to 29 30 to 34 35 to 39 40 to 44 45 to 49 ever 
20 so 
46 15 4 2 0 0 0 0 
38 6 1 0 0 0 0 0 
26 17 12 7 8 1 0 0 
35 17 8 2 1 2 1 0 
2 4 3 2 4 0 1 0 
2 4 1 1 2 3 0 0 
3 5 6 4 6 1 0 1 
0 1 1 0 2 0 1 0 
2 5 3 2 0 0 0 0 
0 0 1 2 1 0 0 1 
1 0 1 0 1 0 0 1 
1 8 4 7 5 2 1 1 
149 
Chapter II 
Analysis by education routes (Table 11.3), as would be expected, follows the 
pattern for age. For routes A, B, C, and J, younger students who entered directly 
from school or from FE, college lecturers, teachers and careers officers are of 
primary significance though a small number of students made use of other sources. 
Access students, route D, used mainly college lecturers and careers guidance 
available in the colleges together with the university advice shop. Students entering 
via route G had already been in the higher education system and made use of 
education sources as did students who followed route H. Route E students were 
less likely than any of the others to have sought advice (19% of the sample) and 
more likely to have been dissatisfied with the advice they obtained (9.5% of the 
sample). Those entering via a vocational route, route F, used a range of 
alternatives and 4 of them, of a sample of 15, sought no advice. 
able 11.3 Professional Advice. Education Routes 
A B C J D E F G H 
teachers 25 7 11 7 3 6 2 3 3 
careers guidance at school 21 7 7 5 0 0 0 4 1 
college lecturers 0 20 10 1 23 10 1 6 0 
careers officers 16 15 7 3 6 10 2 6 1 
staff at an education advice centre 1 2 0 0 3 5 0 1 2 
no advice of any value 0 2 0 1 2 6 0 2 0 
staff at advice shop 2 0 1 1 7 8 3 1 3 
staff at advice centre 0 0 0 0 2 1 2 0 0 
staff at another university 2 0 0 0 1 4 1 4 0 
staff at a training organisation 0 0 0 0 2 2 0 1 0 
staff at a job centre 0 1 0 0 0 2 0 1 0 
did not seek any advice 1 0 0 0 5 12 4 3 3 
The other alternatives listed by students (Table 11.4 p. 155) largely pre-empted 
sources of advice considered in subsequent questions; family and friends, the 
university prospectus, the 'clearing' system and informal contacts with teachers. 
Three students took a very personal perspective; their "own decision", "personal 
reasons" and "God". Sources of written or media influences were not considered 
in the formulation of the questionnaire but only one ex=ple is given by one 
student. The students did not list any sources of professional advice additional to 
those listed in the questionnaire item. 
Educational personnel and institutions were the primary source of advice and 
information used by the students; advice centres drew a number of responses but 
were less significant than the institutions themselves. Sources outside the 
education system were little used; only 4 students obtained information from a job 
centre and 5 from a training organisation. 
The pattern of findings reflects the degree of 'institutionalisation' of the routes. 
This, the third, application of the term routes in the study (in addition to 
'biographical' and 'statistical applications: see Chapter 7 p. 96) refers to the extent 
to which processes and procedures were in place, both in the education system and 
outside, to support applicants to higher education via a designated route. Routes 
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A, B, C and J are highly institutionalised in that careers officers and teachers are 
available to provide information and advice and systems are available to process 
applications and offer information on finance, grants etc. There is in effect an 
institutionalised process for dealing with young applicants. The results show that 
younger students had a wider range of professional support readily available to 
them made more use of it and were more likely to find it of value than the older 
students. However, there is some evidence of dissatisfaction among younger 
students in the questionnaire sample and this is borne out in the sixth form focus 
group interviews: 
"We had a careers interview said we wanted to do A-levels and that was 
it. 21 
"There was some information. I didn't, but some people may have looked 
through it. " 
"For me it (the careers interview) was more to gather information than to 
help with my decision. "
One student found the information useful but a number had already arrived at the 
decision to apply for university prior to the interview. 
The students also expressed dissatisfaction with the UCAS system. UCAS forms 
arose during discussion in three interviews. All of the students found the forms 
complicated, some more so than others, and a number expressed difficulty with the 
6personal statement' section. They all received help and support from the teaching 
staff who assisted with personal statements and forms were checked by staff 
before they were submitted. One group suggested that they needed more help. One 
student concluded that I think we need someone specialised. " and, during the 
interview, the group devised a specialist service to be provided by UCAS to offer a 
"step by step" approach to completing the forms for organised groups of sixth 
formers from the schools in their area. 
interviewer. "What did you think of the UCAS forms? " 
"Complicated. " 
Laughter. 
Interviewer. "Did you manage to complete thmn on your own. " 
All talking together. Laughter. 
"No, not really. We do them then we hand them in. " (to be checked by 
staff) 
interviewer. "NAUch were the complicated bits? " 
"Personal statements. " 
"And the university codes and things. " 
Some of the students thought that there was insufficient help despite the best 
efforts of teachers and Careers staff 
-'61 
just didn't have a clue. " 
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"I wasn't helped. I mean I wasn't helped with what choices I had to make 
for unis. I was really struggling because I don't know anything about unis 
at all. I've only ever been to one of them. " 
"I mean we've got ...... she's the Careers Adviser but she's only one 
person, there's like hundreds of us and she can't see us all ... .... "She's 
really busy ... .... 
.. Mrs .... tries to 
help as well. She's our English teacher, 
she's really good but again, there's too many of us for one teacher. " 
The students also offered a number of contributions on university prospectuses, 
many critical: 
" too big, 'thick', and unreadable, unmanageable 
" too concerned with advertising, 'selling' the university, 'pretty pictures', 
'glossy photos', attracting students 
" can be misleading 
" lacking in 'hard details' about courses, such as the number of points required 
for entry 
" it was possible to find the required information with an effort 
" one of the students thought they were ' all right' 
Interviewer. 'Vhere else did you get information on universities from? " 
'Trospectus" 
Interviewer "What did you think university prospectuses were like? " 
"Pretty pictures" 
Laughter. 
"Glossy photos. " 
"To try to get you to go there. " 
'Oro sell themselves. " 
"They are just out to sell themselves, basically. " 
"None of them gave the points they wanted. " 
"They were too keen on telling you how good the university was. They 
didn't give you hard details about the course really. " 
"They were, sort of, too much on the advertising side of it. Telling you 
about the university rather than giving you the information. " 
"I couldn't read them all they were so thick". " .... after you've been 
through six lots. " 
"There's too much information, not what you want. They are about this 
thick some of them and you just don't want to read it all. " 
"They (prospectuses) haven't got reality. I mean I went to, I've looked at , 
can I mention the university? .... and the prospectus was lovely, and I 
went there and it was a complete dive. (Laughter from other members of 
the group) .... 
It was horrible, it really was. And this had got pictures of 
old traditional buildings on the front and it was just horrible. " 
,, I found them OK7. 
In the perception of the students there seemed to be a disparity between their 
requirements and the functions of the prospectus from the point of view of the 
universities. Student concern was to find out quickly and easily whether the course 
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they wanted was on offer, what it was about and what they needed to get on to it. 
The characteristics and general quality of the institution was a secondary factor. 
The universities, on the other band wanted to market their institution, make it 
attractive to students, provide information on facilities and services, and offer 
course information, as a single package. Given the size of many institutions, the 
number of courses offered and their complexity the resultant prospectus appears to 
students to be unnecessarily complex and marketing based. Bearing in mind that 
students need to consider a number of institutions, it seems that consideration 
might be given to including a single format, clearly delineated guide to courses, 
including entry requirements, for applicants within the marketing format of the 
prospectus. 
The findings on the information, advice and guidance available to younger 
prospective entrants to higher education support the results of Roberts and 
Fliggens (1992 p-24) and their assertion that a 'client centred' approach to advice 
and guidance is needed for young people, co-ordinated and ongoing from the age 
of 14. The young people in the schools interviews in this study were well 
supported, later evidence (Chapter 12) will show, particularly by their parents. Not 
all potential applicants can expect to receive this degree of support and 
shortcomings in the institutionalised 'system' will militate against entry for these 
candidates. There is also evidence considered later, that 'informal' sources of 
advice, particularly parents, should be 'structured in' to an ongoing process of 
advice and guidance as suggested by Roberts and Fliggens (1992 p. 24). 
Older students had fewer sources of information, advice and guidance available to 
them, tended to use a single source or none at all and were less likely to find any of 
value. For many older students, following routes which lack 'institutionalisation', 
particularly those with vocational qualifications or qualifications gained through a 
range of educational alternatives (routes E and F), who are attempting to gain 
access to the education system, sources of advice and guidance are problematic. 
Roberts and Higgens (1992 p. 102 cited this study Chapter 2 p. 39) found evidence 
of a lack of support for adults, though to a greater extent than in this study, 55% 
of the Roberts and Higgens sample of mature students had sought no advice. 
There is evidence that support is available to Access students in the colleges but 
the processes, or lack of them, which facilitated their application to their college 
course is not included in the study. A number of the students in the Access focus 
groups expressed trepidation at the prospect of returning to education: 
Interviewer. "Did you find it difficult to come here and say 'I'm 
interested in this course'? " 
"I found it difficult to come. " 
"I found it difficult. " 
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"To come and see Jeanie (course tutor) in the first place about this 
course, that was a trial in itself. In the morning it was 'I'm not 
going to bother. I can't do this'. " 
Laughter. 
Not all of the students experienced these fears but the evidence suggests that the 
lack of 'institutionalised' procedures present problems for some prospective 
students. 
Summary. 
The results suggest that 'institutionalised' procedures are in place for younger 
applicants to higher education but that there are short comings in the systems. 
There is evidence of a need for a more structured approach to careers guidance at 
an earlier stage in the school career. 
Lack of 'institutionalisation' of routes of entry to higher education for mature 
students suggests that for many their applications currently amount to a 'one ofr 
in each particular case. Sources of advice and guidance are available but students 
may not be aware of their existence, they may not choose to use them or they may 
not find them to be accessible. The findings suggest that the need is not necessarily 
for more sources of advice for adults but for more effective co-ordination between 
those which are available, both within the education system and outside, and 
improved accessibility together with more effective marketing. The latter to 
increase awareness of what is available and the former to provide a means of 
directing applicants towards the most effective and efficient progression through 
the various sources available. Implementation of a more structured approach 
would require the raising of awareness of opportunities for adults in higher 
education both within the education system and outside, for. example, at Job 
Centres, among training organisations and at social security offices, and 
significantly increased co-operation and co-ordination between the institutions 
involved. The results suggest that the current lack of 'institutionalisation' in routes 
for adults favours applicants from middle class backgrounds who possess the self 
confidence and expertise, and experience of the education system necessary to 
seek opportunities for themselves. 
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Table 11.4 Questionnaire sample. Other sources of professional advice and 
guidance listed by students. 
Central TV. Action for jobs I 
family I 
friend 3 
friend on course I 
friends/children's teachers I 
God I 
opted through clearing I 
my own decision I 
parents 2 
personal reasons I 
prospectus 2 
student services I 





Influences: advice, support and encouragement. 
Question 4.2 (Appendix 2) of the questionnaire was concerned with the wider 
issue of the people who influenced the students' decision to enter higher education, 
who provided not only advice but also encouragement and support. The question 
was devised to explore perceived responses from others; positive, indifferent and 
negative. The intention was to further develop the findings on 'formal' sources as 
well as to introduce 'informal' sources. In this chapter the findings from the 
questionnaire are presented and compared with the results from the focus group 
interviews 
Responses from the questionnaire sample are recorded in Table 12.1. Responses to 
the 'did not apply' alternative must be regarded with caution since students often 
ignored it. Non-responses are recorded as 'blanks' in the table. None-responses to 
a category may however be interpreted to suggest that it played little or no part in 
influencing respondent decision-making. 










mother 133 63 13 3 2 14 23 251 
father 115 55 16 2 1 27 35 251 
other family members 67 78 23 1 0 23 59 251 
spouse or partner 78 39 4 4 2 63 61 251 
college teaching staff 57 58 6 2 0 57 71 251 
friends 86 74 13 2 0 24 52 251 
Careers officer 25 31 4 1 0 90 100 251 
staff ed advice centre 12 9 4 0 0 117 109 251 
Advice shop staff 8 11 4 0 0 112 116 251 
staff another university 3 11 3 0 0 120 114 251 
job Centre staff 1 3 3 0 0 127 117 251 
staff at Benefit Office 1 1 4 0 2 125 118 251 
employer 11 14 3 3 1 107 112 251 
co-worker 17 18 2 0 0 97 117 251 
teacher at school 46 40 0 0 0 78 87 251 
members religious faith 13 6 1 0 0 120 ill 251 
members local community 5 3 4 0 0 123 116 251 
Two factors emerge from initial examination of the raw data (Table 12.1. and. 
Chart 12.1 over leaf): first that the students, as a whole sample, received more 
support than ambivalence or discouragement from others, and second that 
"informal" sources, for example, parents and family, were more significant than 
"formal" or "professionar' sources. 
With reference to the former, 678 responses stated "strong support" from one or 
more of the categories offered and another 514 recorded "support". Conversely 18 
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experiences of opposition were recorded and only 8 of "strong opposition". A 
further 108 responses indicated a lack of interest from one or more of the 
categories. Differences between formal and informal sources were very clearý 
support from parents, other family members, spouse or partner and friends all 
produced higher response rates than for teachers, college lecturers and institutions 
providing advice and guidance. 
Chart 12.1 




Routes into Higher Education: parents. 
Analysis by routes, comparing number of responses with total questionnaire 
sample, shows that students following A, B, C, and J (those entering directly from 
school or FE (Appendix 9 Table 12.2-12.5) experienced the complete support of 
their mothers and near total support from fathers. No 'lack of interest' or negative 
responses are recorded for either parent. Responses for fathers include 'does not 
apply' or none-responses. Parental influence declined across age groups (Appendix 
9. Tables 12.6-12.7) and routes (Appendix 9. Tables 12.2-12.5) but continued to 
be important up to the age of 40. Mothers were significant among 50% or more 
members of each group. 
Comparison of questionnaire findings with the results of the focus group 
interviews shows unanimously positive responses of support from parents among 
the sixth formers. (The findings of the schools focus groups on influences are 
summarised in Tables 12.8 and 12.9 p. 166). For the sixth formers their parents 
provided positive role models through their own former, or in one case current, 
experience (in some cases both parents, were former students in higher education, 
one father had "dropped out" and one mother was in university at the time of the 
interview) and they offered ongoing support and encouragement of various kindsý 
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"My sister (currently a university student) refers to my dad as her bank 
manager .... (Laughter 
from the rest of the group) .... or as her taxi driver or 
road manager or something like that. I think that's how I see my parents. " 
Sometimes support was shown in the form of direct statements on student ability 
or educational future while in other cases students felt that it was 'accepted' or 
'expected' that they would go into higher education. There was one instance in 
which a student suggested that there was parental pressure in the form of the 
financial outlay involved in his sixth form studies. 
"My parents thought I wasn't suited to it (both parents are teachers). My 
parents, after a while, I mean, the way I'm working, they said I wasn't 
doing enough work to be suited to university. They've changed their mind 
now. ".... "it is, it's taken for granted that I'd go. Then they told me I'm 
not suited for it but I've still got to go. " 
My parents sat me down and said it was a good idea to go to university. " 
"I think in a way itwras expected because my sister is there. " 
"But on the other hand, probably you'll know because both of your 
parents are teachers (addressed to another member of the group) but to me 
its just been an automatic thing that I would go to uni'. " 
lqbey (parents) are holding that over my head. I've got to work because 
they are paying out all this money for me. " 
-It's just my mom and dad went and they both enjoyed it and ..... Yes. 
And I suppose they expected it of me but I wanted to go anyway. " 
Contributions from the Access students hark back to and provide support on the 
discussion of parental attitudes to school leaving (Chapter 8), both positive and 
negative responses were recorded. Students in Interviews I and 3 cited their 
parents as providing ongoing support but other students recorded overtly negative 
reactions towards enrolling for the Access course from parents: 
Access 
Interview C. 
"My mother thinks I'm totally round the bend. After being at home for II 
years with my husband supporting me it's about time I went out and got a 
job and helped put money in the house. "' (Elderly parents, the same 
student whose parents refused her the opportunity to stay on at school) 
Interview D "Get a job, get a real job. " (response from parents) 
The findings highlight the ongoing significance of parents in supporting the 
involvement of their offspring in education but other family members, and friends, 
were also found to be significant, more signiflcant than formal sources, in both the 
quantitative and qualitative findings. Among the sixth formers there was some 
evidence of the involvement of family members outside the nuclear family though 
in only a few cases resulting probably from the dominance of the nuclear family as 
a the most pervasive social unit. Three of the responses were from Asian students 
for whom the extended family is perhaps more significant. 
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Interviewer. 'Vho else was involved apart from your parents? " 
"My sisters and my cousins. " 
"My uncle. " 
"My cousins. " 
'Vhcn my cousin told me it -was the best time he ever had. " 
A number of the sixth formers had siblings who were either in university at the 
time of the interview or were former students. These provided the students with 
positive role models, the encouragement of their positive experiences, the 
opportunity of prior experience of university fife through, for example, visiting 
brothers and sisters and attending university functions, such as balls, together with 
practical help and support. 
"My sister, she said how she enjoyed it. She really loved it and that's 
what's making me go to university. " 
"People around us. I've got a sister who is 7 years older than me. When I 
was 11, going into senior school she had already started at university. I 
went and stayed weekends with her and thought "Right, this is for me ... .... " So you know that was encouragement. She's always encouraged me to 
stay on. " 
"My brother has really helped me most. My mum and dad they both left 
school at 16, so really they, they couldn't help. But my mom she works at 
he university so she's got more idea. But my brother mainly, my brother 
helped me. " 
"MY sister goes to Birmingham and I went with her to the first year ball 
and it was brilliant. The social life there is just .... you know and it's important as well as the academic. " 
'Sibling rivalry' also played a part in some cases: 
Group C. 
"When my brother was doing his A-levels I was the kind of work that he 
had to do and I thought hat looks reasonably easy. I could do that. " 
Laughter. 
'Vell, I didn't think it was easy but I thought if he can do it why can't 1? "
interviewer. "OK. Anybody else? Brothers and sisters that they've sort of 
competed with you if you like? "
-My sister. " 
-,, Yes, I 
do. " 
Interviewer. "Because your sister or your brother went you thought 
because they're going I'm going? " 
"No, not like that. Errn .... I was trying to get better than 
her. " Laughter. 
"It's like she's doing teaching so everyone in my family wanted me to do 
teaching, so I wanted to do what I wanted to do. So they didn't think I 





There is an anomaly in the questionnaire findings with regard to spouse or partner 
among the questionnaire sample. Students who followed routes A, B and C list no 
spouse or partner in section I of the questionnaire but include these as influential 
in response to this question. It is assumed that a 'boyfiiend' or 'girlfiiend' is 
perceived as a 'significant other' by some of the students though they did not live 
with them. 
Among the questionnaire sample (Appendix 9. Tables 12.6,12.7) the influences of 
spouse/partner increases with age but does not become more important than 
mothers until the age of about 30. This corresponds with the findings on family 
commitments; students over the age of 30 are more likely to have partners and 
families and therefore may perceive themselves as belonging to a unit separate 
from their parents. 
Contributions from the Access students reflect responses from the questionnaire 
sample to some extent but were not always positive: 
Access group interviews 
Interview A. 
"My husband thinks he supports me. " 
"Exactly the same as my situation really. It's like my husband. He looks 
at me and thinks, Oh just put it down, you'll get it done, as if it's not 
important but it's important to me. I think you've got to make them realise 
that as well. " 
"I think one of my problems is being married to a man ..... Laughter ... ..... 
who .... er .... who over the years 
had to sort of .... to change 
from sort of 
being the person who gets on with relaxing when he comes in from work, 
whereas he's had to cope with things that I would have been doing before, 
like the three children and helping with tasks at home. " 
"Exactly the same situation. My husband cooks now. " 
"My wife pushed me .... I think she was 
f6d up of hoovering round my 
feet. "' 
"My husband is very supportive of me at the moment because three years 
ago he did his degree. "
Partners are perceived by the students to vary in the degree and type of support 
provided and in the extent to which they are able, and prepared, to change in 
accordance with changing circumstances. 
Friends were positive influences among the questionnaire sample a finding which is 
also supported by the results from the group interviews. Both the sixth form and 
Access groups cited fliends among the informal sources of influence but not as of 
primary significance. The Access groups recognised the support of other students 
within the course but the sixth formers were ambivalent about other students: 
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Sixth form focus groups. 
Interviewer. "ro your fiiends. Do you sort of, among yourselves, 
encourage one another to go to university do you think? " 
"Yes we do. " 
"Everybody has said they are going to university so ...... Interviewer. "Do you think, on a number of occasions now you have said 
'All of us are this, all of us are that'. Are you aware of yourselves as a 
collective like that? " 
"No. " 
Interviewer. "I mean do you support one another in the work that you 
do? " 
"Yes, we do help one another out don't we? Lend us your work. " 
Laughter. 
Interviewer. "I wasn't thinking of anything as obvious as that. " 
You do don't you, help one another along? " 
Interviewer. "So you discuss which universities you are going to go to and 
this sort of thing? " 
A number of responses. Yes. 
Interviewer. "Formally in classes or informally? " 
A number of responses. kdormally. 
The sixth form students had become surrounded by others sharing the same 
aspirations among whom going to university was the norm, but they seemed 
ambivalent about the significance of relationships within the group. it may be that 
their, responses were applied to the interview group, which, comprised of 
volunteers, was not a teaching group which met frequently. It may be that other 
social groups within the sixth form were more significant and therefore might have 
been expected to developed a higher degree of cohesion. The responses gathered 
from the sixth form interviews are paradoxical however given that in their 
expectations of university considered later (Chapter 13) the students emphasised 
the importance of "the social life", anticipated that they will be among a group of 
people who are "all in the same boat" and among whom they expect to form 
relationships which will last "for life'. 
The questionnaire results suggest that, whereas the influence of peer groups is 
recognised among younger students, it may have been under-estimated among 
mature students. People at work, employers and co-workers, have little positive 
significance apart from younger students most of whom were involved in part-time 
work or short term employment. 
Formal sources. 
As sources of influence, rather than advice and information, formal sources were 
less significant than informal in the questionnaire results. There is a second 
anomaly among students in the questionnaire sample who followed route A. These 
students did not list attendance at colleges of FE neither did they include college 
lecturers as sources of professional advice, but 19 of them included college 
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lectures as influential in response to this question. Two explanations suggest 
themselves; first that the students had informal contacts with college lecturers as, 
for example, family members or family friends, or the students attended colleges on 
link courses for a part of their A-level or other studies, or were members of an 
evening class. The eventuality of 'dual' attendance was not included in the 
questionnaire but one of the students in the group interviews provides an example 
of link course attendance and 3 students in the 'under 20' group in the 
questionnaire sample stated that they had attended evening classes. 
The results on 'formal' influences from the focus groups reflect the findings from 
the questionnaire sample. The Access course students cited no 'formal' influences, 
though they recognised the individual support provided by teaching staff during 
their course. Teachers or "some of the teachers" are cited as influences by a 
number of the sixth form students in offering encouragement and in guiding and 
overseeing academic work but there is a generally ambivalent attitude to school 
and staff. Responses to direct questions on the influence of school suggested that it 
is perceived as secondary to the significance of home and family. 
Interviewer. 'TVhat about school? How influential has school been? " 
"Not very influential at all. " 
"No. It's more home than school. " 
"Yes. More from home. " 
"Well (Mr and Mrs. staff names) tried to sell the school basically. 
Obviously the more sixth formers they have the more money they have but 
they did suggest, you know, in saying that, you know, if you get 4 GCSEs 
it would stand you in good stead to get A-levels - hint, hint. " 
Student perceptions of school and their study programmes were not overtly sought 
during the interviews. The aim was to avoid assessment of the approach of the 
school and to concentrate on student experience. Opportunities for students to 
offer contributions on their schools arose during the interviews but these were not 
taken up by the students. There was little overt criticism or praise for the schools. 
The students seemed to be accepting of the approach offered or unwilling to 
comment to an "outsider", probably identified with the staff, unless specifically 
asked to do so. Some of the students stated that they found the attitude of staff 
irksome. It may be that the students were not consciously aware of the continuous, 
diffused and generalised influence of teachers and school. 
Disinterest. Routes into Higher Education. 
Responses indicating lack of interest among others in student decisions to enter 
higher education were relatively infrequent among the questionnaire sample.. 
Analysis by education route (Appendix 9. Table 12.9) indicates that disinterest was 
more likely to be experienced among those following routes D and E and, also for 
these groups, was more likely to be found among family and friends, but 
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responses are small in number. However, route E also contains those who found it 
difficult to obtain information suggesting that entry via this route can be difficult. 
Opposition. 
The questionnaire sample provided little evidence of experience of opposition 
(Appendix 9 Tables 12.10-12.13) and there is insufficient evidence to suggest that 
any group or groups experienced this to any greater extent than any other. 
Analysis by gender (Appendix 9 Table 12.14) found comparative experience of 
support between male and female. Findings for strong support correlate at 0.947 
and for support at 0.89. 
Instances of negative contributions or discouragement found among the sixth 
formers were minimal. 
Sixth form interviews. 
Interviewer. "Everybody has encouraged you. Nobody has said, you 
know, you don't want to do that. (go to university). Nobody at all? " 
"Only one. One of my mates. Tbat's because he didn't, "rant to go. 1 6,1 
think he would have preferred me to stay around like and get a job like 
he's done ... .... .. For 
himself It was for his benefit. "
Interviewer. "Has anybody said to you don't want to do that? " (go to 
university) 
"Only people who have dropped out. " 
"My uncle said to me. It's not so much going to university but about the 
course. He said that it's quite competitive (law) and that perhaps it would 
be wise to choose something that would not be as competitive and ...... 
Interviewer. "Because you are a girl? " 
"Yes. 
Laughter. 
,, My parents have told me not to go but that's only because they don't 
want me to leave home not because they don't want me to get an 
education. " 
Interviewer. 'Mey've supported your education but they are not keen for 
you to go away from home. Do you think that's because you are a girl? 
Do you think it would be different if you were a lad? "
"Definitely. " 
"My parents just don't want me to go away. My dad doesn't want me to 
go at all I don't think. " (again a female student) 
The degree of support experienced by the Access students varied. Some stated that 
they received very little support.. 
interview A. 
interviewer. "How then does this affect the other people in your lives? 
Where does your support come from? 
"Where does what come from? " 
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"I'm a single parent. I'm my own support really. " 
"So am I. In fact people around me, I think, have got a negative attitude 
to my education because they are frightened of where it's going to take 
me, because there has been such a change in the house, because I was 
very family centred before and now the children are right on the back 
boiler, my relationships are on the back boiler. " 
"Nobody supports me, they don't know what Access is. " 
Self. 
The emphasis upon their own contribution to their current situation was found 
among the questionnaire sample and the sixth form and Access groups. A 
questionnaire item asked students to indicate any sources of advice guidance and 
encouragement other than those listed. The results (Appendix 9 12.15) constitute a 
short though varied fist. Three of particular interest were "me", "myself' and 
"nobody". Sixth formers and Access students in group interviews were often 
anxious to emphasise that the decision to enter higher education was their own: 
Sixth form interviews. 
interviewer. "Who said this (staying on and going to university) was a 
good idea for you? 
"Yourself 
"Myself " 
I made my own mind up really ....... . 7hat's what I wanted to 
do. When I 
told them (parents) I wanted to do it they encouraged me but it was me 
that ...... "Everybody said I should but I knew that I wanted it anyway.,, 
"I'd set my mind on something. I've been the same for that ever since 
really. T9 
Interviewer. "You say your parents were involved in your making this 
decision but you don't .... you 
feel that you made the decision do you, or 
do you think you were just encouraged? " 
"They gave advice but I feel that it was my decision in the end. T'hey -, vcre 
there but at the end it was all up to me, I think. Tbey said so ...... 
"Yes. It was my decision. " 
"I wouldn't let them decide though. I mean if they said do this do that I'd 
think about it but if at the end of the day it wasn't what I wanted I 
wouldn't do it because my parents said so. " 
Access interviews. 
Interviewer. "Can I just ask you one more thing. You made a decision, 
Can I just ask you who was involved in that decision, you know, to Come 
on this course. 
Who made it? " 
"I did. " 
"I did. " 
"Me. " 
General positive response fi-om the whole group. 
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The sixth formers, and some members of the Access groups recognised the 
influences of others but did not seem to see this as detracting from their own 
efforts. Other Access course students perceived them 
' 
selves as achieving against 
odds rather than with support. They had needed to convince others who did not 
understand of the validity of what they were trying to do and to change others in 
accordance with their aims. Responses from some of these students were 
aggressive, almost arrogant. They seemed to feel the need to express their success 
as their own achievement, that they had taken control and made a choice. Perhaps 
their responses were made in recognition of their new found independence and that 
they had achieved in circumstances that they found very difficult. Students who 
responded in this way constituted a small number of the sample as a whole. 
Perhaps they are more representative of those who would wish to enter higher 
education but for whom the perceived odds against them make it unlikely that they 
will do so. 
Summary. 
The results, of both the questionnaire and focus groups, suggest that respondents 
perceive a difference between the 'formal' sources of influence listed and the 
'informal'. The former provide mainly specialist services and information while 
support is drawn largely from the latter. Among 'informal' sources family and 
parents are shown to be most significant. The influence of parents particularly so, 
not only among the younger students but extending into adult life. 
in terms of the model (Figure 1.2 p. 7) the evidence shows a strong interaction 
between education and social milieu, the latter including a community of friends. 
With reference to the theoretical framework (Chapter 3) the significance of the 
interaction between small-scale interaction and human agency is highlighted. The 
study results, as considered thus far suggest interaction between three components 
of the model as significant: among student characteristics, social class, among prior 
experiences, social milieu, particularly family and parents, interacting with 
educational experiences to influence the probability of educational success and 
entry to higher education. Interaction between these components of the model is 
discussed in more detail in Chapter 15. 
The next two chapters exTIore the influence of student expectations of the 
university experience and its anticipated outcomes on entry to higher education. 
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Table 12.8 Influences 1. Sixth Form Students 
friends extended family siblings 
Friends You saw people in your sister in university 
Do you encourage one family and that sister graduated last year 
another? My cousins sister in second year at 
Yes we do. Everyone is My uncle Birmingham 
going to university so .... Cousin told me it was the Influenced by sisters Interview 1. best time he ever had enjoyment of university 
Talk about, expect to Brother did A-Ievels, I 
happen? could do that 
Yes visits to siblings in 
Yes university and attendance 




Friend did not want 
student to stay on go to 
university, job same as 
him, for his benefit. 
Negative 
Uncle: law not suitable for 
a girl 
Table 12.8 Influences 2. Sixth Form Students. 
parents 
What mother wanted me 
to do 
It's got a lot to do with 
your family 
Parents 
My mom and dad 
Parents expected it of me 
My parents sat me down 




It's always been taken for 
granted that I would go. 
Mum and dad enjoyed 
university 
My mom's there now 
Question. Were parents 
invotved in influencing 
entry to university? 
A number of responses. 
Yes 
Negative 
Parents don't want me to 
leave home 
Medicine unsuitable for a 
girl 
Interview 3. 
Careers servicelofficers school/teachers self 
We had a careers interview, Parents talked about it not Yourself 
said we wanted to do A- teachers No one 
levels and that would be ft. Not teachers but parents? I made my own mind up 
There was some information, A number of responses. really 
I didn't but some people may Yes. That's (staying on at school 
have looked through ft. Teachers and university) what I wanted 
Decided before that (the They check on us and they to do, they (parents) 
careers interview) was ft? encourage us a lot and ft encouraged me but ft was 
A number of responses. Yes really makes you work me that .... 
For me ft was more to gather Well (teacher's names) Wed I wouldn't let them decide 
Information than to help with to self the school, more 6th though, I wouldn't do ft 
my decision. formers, more money, hinted because my parents said so 
Really useful (information) if you get more than 4 1 set my mind on doing 
GCSEs should do A-level. something, I've been the 
Examination results: GCSE, same ever since 
mock A-levels. They (parents) gave advice 
but I feel ft was my decision 




Expectations of university: what will university be like? 
This chapter sets out and compares the findings on student expectations of 
university from the schools and Access focus groups, though data on finance is 
drawn also from the questionnaire results. Expectations of the higher education 
experience is explored as an influence on applicants. 
What will university be like? 
Anxieties. 
Perhaps the most extreme student view of the introduction to university life was 
expressed by an Access student: 
"Chaos, pure chaos .... You've got 
God knows how many students. You've 
got something like 3 or 4 hundred people in a lecture room. In the first 
year you won't know anyone .... (inaudible) .... and you won't have time to 
.... 
if you get through the first year .... there will be people dropping out. " 
The quotation embodies anxieties shared by both the schools and Access groups. 
Both groups expressed concerns about large classes, the size and complexity of the 
buildings and the anonymity associated with a large organisation. Some students 
expressed concern that the individual attention available to them from staff in their 
current situation would cease to be available in higher education. The sixth formers 
who were intending to leave home anticipated an initial period of "homesickness" 
and loneliness but they did not expect that this would last. 
Though these anxieties were experienced by the students as significant they may be 
seen to be 'normal', the expected insecurities associated with significant change 
and being overawed by the prospect of entrance to an unfamiliar, large, seemingly 
complex institution. Some of the students were aware that universities had 
developed methods of overcoming these problems in their admissions procedures, 
Ireshers' programmes and tutorial systems. 
Personal Finance. 
Questionnaire sample. 
Section 5 of the questionnaire collected data on finance with reference to: 
the sources of funding used by students for their education immediately prior 
to entering their current course and for their current course; 
0 the extent to which they had experienced difficulty in obtaining funding for 
both of these; and 
student current and anticipated problems with finance. 
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The results, which are set out in detail in Appendix 10, are summarised here. 
Students in the sample produced 'packages' of funding from various sources 
dependent upon individual circumstances. Funding from 'public sources', in 
particular the local authority, was significant, though university students had 
clearly been removed form the benefits system. Families, spouses and parents, 
were significant sources of financial support. 
The majority of the students had no difficulty or little difficulty in obtaining funding 
butwith current course easier to fund than past education. A significant minority, 
some 8% to 10% of the sample experienced considerable difficulty in obtaining 
funding. It is not possible from the study findings to determine the characteristics 
of this group. There is some indication of an age variation and some indication that 
women find it more difficult than men to obtain finance but there is insufficient 
evidence to draw any conclusions. It may be that the funding procedures currently 
in place discriminate against a particular category of applicants not isolated in the 
study results. It may be that there is no pattern but that funding varies dependent 
upon the financial circumstances of particular individuals at a particular point in 
time. 
The results suggest that funding was more difficult to obtain for education prior to 
entry to university than for the current course. This suggests that procedures for 
obtaining funding for continuing education are inefficient or that funding is 
inadequate. It also implies that some students find it necessary to 'shop around' 
and negotiate in order to obtain funding. There is sufficient evidence to suggest 
that finance continues to be a barrier in access to post-school education, an 
element which might discourage or preclude access to some prospective students. 
The lack of representation of social classes IV and V in the higher education 
population supports this. 
it is possible to generalise from the results that though finance might be available it 
is often insufficient. Some 50% of the questionnaire sample stated that they would 
find it 'hard' to complete their current course without additional funding. An 
additional group stated that they could cope with the funding available but would 
like part-time work to increase their income. Some 30% anticipated 'no problem' 
with funding. 
Overall the questionnaire results imply that the system for allocating funding for 
students in post school education, including higher education, is inefficient and the 
resources allocated for this purpose are inadequate. Results form the questionnaire 
are supported by the findings from the focus group interviews. 
Students in all four sixth form groups saw finance as a major problem: 
interview A. 






Interviewer. "Is anything about university going to be a problem? " 
"Money. 91 
Interview C. 
Interviewer. "Is there anything you see about university as a problem? " 
"Money. " 
Interview D 
Interviewer. "Is there anything you are not looking forward to (about 
university)? " 
"Being really poor and starving to death. " 
The students recognised that they would need finance for food, books, equipment, 
travel, accommodation and their social life and were aware of potential sources, 
parents, grants, loans, part-time work and sponsorship, but apart from this general 
understanding had no knowledge of how the system operated or the costs 
involved. For example, most of the courses for which the students were making 
application would probably not draw sponsorship as the current system operated 
but none had explored this option. One young man who expressed an intention to 
make a career in the RAF had not explored the possibility of sponsorship and 
thought that it was probably 'too late now'. The students seemed uncertain about 
the difference between grants and loans. There was an indication that grants were 
dependent upon parental income and expenditure but no one seemed to know what 
the grant could amount to, only that it was not enough. One student thought that 
loans increased annually, another estimated the cost of living in halls at 40 pounds 
a month while a third quoted the case of a student who left university with a loan 
debt of 10,000 pounds, all of which are indicative of the generalised lack of 
knowledge of the financial demands involved. 
Parents were seen to be the primary source of funding. 
"Yes its their role. (to provide finance) I mean I know that sounds really 
trite but it is. Tbat's their role as parents. " 
"You have to rely on your mom and dad for that sort of thing. " 
', We haven't talked about it. It was done for my sister so I assumed it 
would be done for me. " 
interviewer. "Where will the money come from? " 
"Parents. " (Laughter) 
A number of the students stated that they had already discussed finance with their 
parents in an informal manner but not all of them were guaranteed parental 
financial support. 
Interviewer. "How significant are parents in this (finance)? 
"For me very because I don't think they will be able to give me very much 
at all. " 
"As much as they can but I come from a working class home. "
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"I don't think I'm going to get a lot because my sister's already at 
university and so paying for two people you know ....... "I don't know that I am going to be able to afford it. " 
It seems that the sixth form students approached entry to university as a staged 
process. At the time of the interview they were at the stage of preparing 
applications, consideration of finance would come at a later stage when most of 
them could expect to rely on parental support. They had gained the impression that 
they would be 'poor' or lacking in finance but had little idea of quite what that 
meant, apart from a small number of students who anticipated real problems for 
their families. The recognition among students who intended to stay at home 
during university that this presented a cheaper option also suggests that their 
decision might, at least in part, be based on financial considerations. 
Personal finance was raised as an issue in two Access groups. In Interview A it 
was raised by the interviewer towards the end of the session and in Group C it was 
raised by one of the students but not pursued by the rest of the group. Though it 
was not specified in the interview content it was anticipated that personal finance 
would arise as a major issue. 
Contributions from Access Interview A indicated that finance is a problem for 
many students while on the Access course and that students anticipate that it will 
continue to be a problem during their university studies. The students expressed 
three interrelated problems: 
* the amount of money available to them 
* the loss of earnings as a result of full-time education 
* difficulties in gaining access to funding. 
"When you are living on income support and you're living on a tight bone, 
you are living as tight as you can, the prospect of living like this for a 
period of time is fairly terrible. That's the thing that like for me is the 
most daunting thing. " .... 
"All through this course I have been at points 
when I can't afford to come any more because of money. (fonnerly in full- 
time employment) If you have worked and earned a wage and you've been 
living fairly comfortably, not rich, but you know, you've had money in 
your pocket and then coming here and having to live on the dole or 
whatever and going to university and living off the a grant they give you 
"I don't think it's to do with comfortable living. Before I came here I was 
divorced and living on income support but I had the means of making 
money through the 'black economy' in just little ways, like, I'm being 
honest, like looking after children after school and just being available for 
this and for that. And that little bit of extra money made the difference to 
my life style. Whereas now I have to pay for books that I can't afford, 
have to pay for travel because I don't five far enough away to get a grant, 
you know, money. Stupid as it seems the meals that I have here, you 
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know, you can't waste an hour, cost me. It's costing me to come here. I 
can't afford it and I can never justify it. " 
When asked, "If you could make a change that would benefit Access students what 
would it be? " students in Interview A replied: 
"To make it less difficult to get money. " 
"To make it easier. " 
"To make it less difficult in that you haven't got to go and sort of apply 
for money which I won't do, can't do. You know it should be more readily 
available. " 
"Being dragged on these 'Restart' interviews when you know where you 
are going and they still seem to pull you along and say we can help you 
get this job. " 
"The Restart, I've noticed that .... I don't have to go to Restart, I'm a 
single parent. A lot of friends have to come out of lessons and go to 
Restart interviews when they've got their aims set on university and they 
still have to go the Restart and say yes we are available for work. You 
know every time you go you declare that you're available for work and 
you're not. " 
The results from both the questionnaire and the focus groups demonstrate that 
finance is a problem for some groups of students but it is not possible to draw 
conclusions on which categories of students are most affected. The results 
therefore do not contribute, except in general terms, to the influence of finance on 
interaction between the model (Figure 1.2 p. 7) components. 
People in university: students. 
The two groups expressed similar expectations of what university students would 
be like. The sixth formers expected that other students would be like themselves 
-Me people will be like people at school. It's not going to make any 
difference. " 
Differences were expected mainly on the basis of regional variations in attitudes 
and home background, and, though there would be people they didn't like, this 
was not seen as a major problem. The sixth formers saw the main problem to be 
making fliends among people very Eke themselves. 
The Access students also expected other university students to be like the sixth 
formers, that is, very different from themselves. 
interview A. 
"I feet a bit daunted by the prospect of a room full of 18 year olds. " 
Interview B 




"Mostly younger. " (2 responses) 
" 18 year old know-it-alls. " 
Only one Access student and one sixth former recognised the possibility of finding 
mature students in university. 
The expectation among the Access students that they would meet people different 
from themselves in university carried a historical, class-based, component. This is 
shown in the views Access course students had held of university at school leaving 
age: 
"I thought it (university) was for rich people. " 
"So did 1. Or for people who had parentswho were rich. " 
"And the people who you see coming out of the Poly were totally 
different, you know, they are not even from round here. I didn't see them 
as coming from Wolverhampton or from my area. They just seemed to be 
outside Wolverhampton and I didn't know them. " 
in the perception of the Access students at school leaving age university was not 
'for them' but for other people. This perception was maintained by the students 
and might have a negative influence on the probability of other 'adults' returning 
to higher education. 
People in university: teaching staff. 
The sixth form students expressed little interest in the teaching staff in university, 
the other students were much more interesting perhaps reflecting their ambivalent 
attitudes toward school teaching staff Only one group expressed opinions about 
staff. 
-Tbey'll treat us more like adults. " 
-Mey are not going to know who you are, you are going to be more like 
reference numbers, they aren't going to call you by first names, you are 
just a reference number. " 
-You get tutorials though, obviously it depends on the course, if you are 
on a course that doesn't offer these then you could speak to a lecturer as 
an individual. " 
"No but if the lecturer was available at other times to go and see, go and 
see him. " 
The Access students also expressed little interest in university teaching staff. One 
student expected that they would be "posW' but another thought that this would 
apply only to the senior staff and not to the "ordinary" lecturers. The general 
impression was that both groups held the teaching staff somewhat in awe and 




Responses to university work produced differing responses from the two groups of 
students. Some of the Access students viewed the work with trepidation: 
Access students. 
Interview A. 
Interviewer. 'T; hat will university be like? " 




"Hard work. " (2 responses) 
"More hard work. " 
A student in Interview B, following discussion with a group of university students 
in their final year, concluded: 
"Hard work, very hard work for the first term .... er .... but after that, once 
they were in the system they were more happy with it. They've all really 
enjoyed the experience. " 
The view that university study was easier than A-levels was also expressed by an 
Access student. 
"All my friends go to university .... and they say, A-levels were, they 
were told actually at university that the hardest part education is A-levels. 
University is pretty straight forward. I know it's going to be hard and you 
can fall behind very easily but it's up to you, it's up to you whatever. " 
This suggestion was supported by the sixth formers. Students in all of the groups 
asserted independently and without a direct question that A-levels were more 
difficult than the first year of university study and possibly the most difficult part of 
the education system. Sources of this information included school staff, students 
currently in university and former university students. 
Group A. 
interviewer. "You are going to be studying at a fairly high level, graduate 
level. Does that bother you? " 
"We've been told it's easier than A-levels. "
Interviewer. Vho told you that? " 
A number of responses. Everybody. 
Group B. 
interviewer. "Does the standard of work worry you at all? " 
"Not really. " 
"No. " 
'Velve been told A-levels are harder. " 
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"Everyone says, when they finished university, everyone says, I mean, it's 
just not as hard as A-levels. " 
Group C. 
Interviewer . 
...... is it (die work) going to be something different, what's it 
going to be like, do you think? " 
"Harder. " Laughter. 
Interviewer. "Just harder or what? Have you thought of what it's going to 
be like? " 
"Will it be harder because they reckon that A-levels are the hardest part of 
education? " 
Interviewer. "Where's that come from? Do you know who told you that? " 
"My brother (former student) told me. " 
"It's just a general rumour I picked up that A-levels arc harder. " 
Group D. 
Interviewer. "What's it going to be like? What's university going to be 
like? " 
"From what I've heard it's less work than A4cvels. " 
"From what I've heard, ycs. " 
Interviewer. "Who has told you that ...... 
"People who arc in university. " 
"A-level's the hardest exam you'll ever do. " "How A-levcls are the 
hardest years of your life. " 
"Harder" in this context embraced a number of elements: A-level was perceived to 
impose greater 'pressure' on students than degree studies, it required more 
teaching time, more class attendance time and it required the study of more than 
one subject. 
"More stressful I mean. I've heard people say that A-levels are more 
stressful although the degree courses are academically harder to do it's 
easier to get through them because you're concentrating on one thing 
perhaps whereas with A-levels you've got three or four subjects. " 
"Tbe pressure on you is supposed to be less than A-levels from what I've 
heard. " 
"My sister's at university and she only has to go in 3 times a week. Ile 
rest of the week she just doesn't. " 
"A lot of courses are much longer than my brother's which is only 8 hours 
per week. " 
This result adds support to the dominance of A-level stated in Chapter 7. Not only 
is A-level the major qualification for entry to higher education, and the benchmark 
against which other qualifications are measured but it also seems to carry some 
sort of 'mystique' surrounding the difficulty, quantity and 'pressures' of the work 
involved. 
Timetabling in the sixth form might contribute to views of A-level. During 
discussion with group D it emerged that they were timetabled throughout the 
school day, taught sessions and supervised private study, so that attending classes 
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for only a set number of hours per week, as in university, seemed easy in 
comparison. It is probable that the other school groups also shared heavy 
timetabling commitments during the school day. This was supported from a 
discussion in Group C when they attempted to decide what might constitute a 
"working day' in university and how they might equate their 'perceptions' of the 
relationship between 'work and pleasure'. The students seemed to understand that 
university study demanded working 'on your own' but did not seem to be able to 
relate this to teaching, timetabled teaching time, as student work. They also 
expressed concern for organising their time to complete work which did not have 
clearly defined deadlines. The structure of the way in which A-level is presented 
might therefore be a contributory factor in the perceptions held of it. 
There was an indication in one group that work would not be problem because 
university standards have declined. 
Sixth formers 
Group. C. 
"You fl&Ac, university, Oh you've got to be really clever to go there.,, 
"No. " 
"No. " 
"You've got to be able to work. " 
"I don't think so, no. " 
"You haven't even got to be able to work as in work. - 
'Work all day. " 
"Yes. You just. I don't know, anybody can go to university now" 
"Yes., '
"Yes. I think that. " 
"Mat wouldn't have been the view a long time ago but now you can get, I 
know someone who's got a place with I E. " 
"Two Ns and an E. " 
Feedback from students in university supported the view that work did not present 
a problem. 
"But I know of people who have come away with a degree and done 
absolutely nothing .... just had the best social time of their lives. " "I've got this picture, well, one of my fiiends is there .... and they've given 
her a sheet at the beginning of term saying this is what you have got to do. 
As long as you get it done by the end of whenever, by the end of, a certain 
date you are all right. And she says, you know, its just a few essays and 
that's all. My ffiend phoned me up last night and she said, like, "I skipped 
my lecture". and so they don't seem to do any work. " 
I've been down and spent time with someone who is at uni' and just, 
'Work, what's thaff. " 
"Whenever I ask my friends 'How are you getting on there? ' none of them 
ever once mentioned the work. They've always gone on about their house 
and work hasn't come up". 
175 
Chapter 13 
Despite this however there was evidence that the students were still worried about 
standards and the possibility of failure. Discussion in Group B, for example, 
expressed concern about moving into a more demanding environment with 
increased competition. 
Sixth formers. 
'Vell one thing that I know, particularly with the area I'm doing (fine art) 
but also with every other area. At school you are in such a small group of 
people if you are good at something or you shine out in a particular area 
you are not going to be noticed at all at uni. You are just going to be like a 
little fish in a big pond, you are going to be nothing. Compared to like 
school "Oh yes, he's really clever" , like at uni, you'll just get knocked down pegs because you won't be. You'll just be normal". 
interviewer. "Is that something you picked up from people who are 
there? " "No. " 
"It's like when you go for ...... "Not really, it's life. " 
All talking together. Indisciferable. 
"At uni at the end of the day you've all got to get the same grades. " 
"And you are all competing for the same thing. " 
"So you've all got to be of the same kind of academic standard, there may 
be one or two that are slightly cleverer but in the end the ones, you are in 
the same boat. "
"I mean, you notice that when you come from GCSE to Mevel. I mean if 
you specialise in a certain subject and you've been good at that subject o 
then go on to it in A-level, because you are mixing with other people you 
rcalise that there's other people that are just as good, you are not as good 
as you thought. " 
interviewer. "Does the work worry you at all? " 
"it does. "
"Yes, it does. "
-I'm worried I might not be able to handle the course. " 
"I think it's like that when you start, you get into it and it develops. You 
can't get through university by bumming around. I don't think that at all. " 
17hat doesn't mean you don't have to work though. If you don't they kick 
you out. " 
"Do many people not get a degree at the end of it? " 
Depends on subjects doesn't it? " 
111 haven't heard of many people dropping out. Is it difficult to get kicked 
out? I'm worried now. " 
The third group (Group Q thought that it was necessary to concentrate on 
obtaining A-levels and to worry about the next stage when it occurred. 
interviewer. "Does the work worry you at afl? " 
"I haven't thought about it. Does a bit. " 
-At this stage you are concentrating on what course you want to do and 
where you are going to go. " 
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"rry not to think about it too much anyway because you've got to pass 
your A-levels first. See, if you get wound up on university too much you 
might not even get there. " 
"Anyway I'm not worried about that yet. I only want to get there. " 
Views of university work were also expressed as opposite ends of an 
'instrumental' or 'academic' continuum. Some students saw university in terms of 
career development (this is discussed more fully in the next chapter) while others 
recognised opportunity for study in its own right. Perhaps the most extreme views 
were expressed by two sixth formers: 
Interviewer. "Have you ever thought about people who study a 
subject just purely for its own sake. Just because they are interested 
in it? " 
"They'd have to be mental. " 
"The main purpose of going to university is to get a job at the end. " 
This conflicts sharply with the view of one of the Access students "To read, further 
study was mine (reason for applying to university). " Study subject was also 
important to many of the sixth formers: 
interview B. Interviewer. "Now one last thing. You have all said that you 
are looking, university is going to bring you a job, or whatever, is, are any 
of you going really, you said you were going because you like sociology? " 
"Yes, but I don't know what I am going to do with it. " 
Interviewer. "So, you are going because you like a subject? Has that got 
anything to do with it? " 
A number of responses. Yes. 
'-Mt's the only reason I'm going. " 
"Tbat's the only reason why I'm going. " 
"if you like it you have to be good at it. " 
I want to carry it on. " 
"Because I enjoy it. Well, I'm doing dance because I enjoy it and because 
I like geography. It's my favourite A-level. It's the one I think I'll do best 
at. - "It's the one I don't think I'm going to fail". 
interview D. "Me subject and like working on my own and I can do that, 
it's what I'm looking forward to. " 
"Research. " 
The Access groups saw work as a major problem not only in terms of the level of 
difficulty but also managing work alongside their other commitments. The sixth 
formers were less concerned about work which they saw as part of the whole 
experience, or had chosen not to think about it. They believed that they would be 
able to cope, some students had an almost dilettante attitude, but recognised that 




Students in all of the schools focus groups were looking forward to the social life 
in university and saw it as a very important part of the experience, if not the most 
important part. 
Interview A. 
" .... the social life there (named university) is just, you know, and it's important as well as the academic". 
Interview B. 
"Well that's what uni is for. Everybody who has been, even the staff say, 
yes, you get your degree that's part of what it's for but you go for the 
social life 
Interview C. 
"What else do you hope to gain from it (university)? " 
"I think the social life is all important, not having a good social life it's 
going to affect your work 'cos you're unhappy, if your social life is 
packing up ....... Interview 4. 
interviewer. 'TVhat else are you looking forward to? " 
'The union bar". 
Alternatively university social life figured minimally in the Access group 
interviews: 
Access Students. Interview C. 
Interviewer. "There's the social life. " 
"Not for me. " (2 responses) 
"It's an optional extra. " 
"I can't fit in a social life. " 
Interview D. 
Interviewer. "Anybody else got any views of what it's (university) 
going to be like? 
"Lots of parties. " 
"Cheap beer. " 
Laughter. 
For the sixth formers the social life was viewed as valuable experience of itself and 
as a support for academic learning C'You'd have a nervous breakdown otherwise") 
based upon the argument that an unhappy student, that is one with a poor social 
life, is not able to work effectively. Taken together, the fear of the settling in 
period and the need for a full social life reflects student need to be accepted by 
others in the new environment. It also reflects the development of the 'culture' of 
higher education with which the student had been surrounded: 'everyone' tells 
them this, students and former students in the person of friends, siblings, parents 
and teaching staff. Though students lacked knowledge of universities as 
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institutions in the higher education system they had fairly clear ideas of what living 
in university would be like: discourse had prepared them for this. 
Perhaps the major difference in expectations between the schools and Access 
groups lay in university as a 'whole' experience. This was expressed most 
obviously in the exuberance of the sixth formers. 
Interviewer. "What's your life going to be like in university? " 
(Group A) 
"Great! " 
"Everybody says it's the best years of your life. " 
"It's for life experience isn't it? " 
(Group D) 
"Exciting! It's freedom you know. I probably won't bother to turn up for half my 
lectures in the first year like everyone lse does. I don't know, it's just a break, like 
the next phase in your life. " 
"Just the freedom" 
(Group Q 
"A complete change of life isn't it really? It's like, I mean, it's nothing like going to 
a new school, as well as having lessons, tutorials .... if you go away from home 
you've got a new house .... new people, new surroundings, so, I mean, it's a total 
change of life. " 




"Yes, it helps you gain independence, being thrown into a situation where you've 
got to rely totally on yourself. You've got your parents to support you, you are still 
having education, but your parents are not looking after you all the time, 
independence with support before you become totally independent so that you can 
get a job. " 
"Like a stepping stone between school and a career. " 
Viewed in terms of the model (Figure 1.2 p. 7) the sixth formers were not 
encumbered by considerations of making a living or providing for others. Their 
educational experience and social milieu, often manifest in the direct experiences of 
parents, siblings and peers, had prepared them over a period of time for entrance 
to university. They felt that they knew what the experience would be like. Their 
anxieties were mainly concerned with 'fitting in', obtaining acceptance, among 
others like themselves. They felt reasonably confident of coping with the work and 
expected to be successful. Agency, small scale social interaction and structure 
were in accord in directing them towards higher education. They perceived 
university as being 'for them' and for people 'like them'. 
The Access students were less concerned with university as a 'life experience'. 
Many had the encumbrances of adult responsibilities, had others besides 
themselves to consider in decision-making, and were more concerned about adding 
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university to their existing lives. Their preparation for the experience had been 
shorter and less positive in its various dimensions than the younger students. Many 
of the Access students had experienced failure and disillusion in education and in 
employment and were generally less confident in their expectations. Agency, small 
scale interaction and structure had not been synchronised and in consequence the 
Access students often perceived themselves to be struggling against odds. 
University was less likely to be seen as 'for them', they anticipated a more 'alien' 
environment. 
A further area related to expectations of university was covered in the study, 
choice of institution. The findings suggested that entry to university and choice of 
course were of primary consideration among students and choice of institution 
secondary. Results are presented in Appendix 11. 
The study findings on expectations of university and anticipation's beyond 
university overlap. The discussion of results from both of these areas is dealt with 
at the end of the next chapter. 
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Chapter Fourteen. Aspirations beyond university. 
This chapter discusses responses from the focus group interviews, sixth form and 
Access, to a question on where they expected to be 'in five years time', five years 
on from the time of the interview. The timespan was chosen to allow for the 
students to have completed a first degree course and moved on. The intention was 
to explore what students hoped to have gained as a result of their university 
experience. 
Students in both the Access and sixth form groups found it difficult at first to 
speculate on where they expected to be five years on from the time of the 
interview. Most were able to provide an answer though with varying degrees of 
certainty. Of the 33 Access students who contributed 8 were unable to give a clear 
answer on the career they wanted to follow after university. The sixth formers as a 
group were more decided but recognised uncertainties. 
The career aspirations of the Access course students and the subjects that the Sixth 
formers had applied to study in university are presented in Tables 14.1 and 14.2. 
pp 186 and 187 respectively. Direct questions on expected career outcomes were 
not asked of the sixth form students but aspirations are indicated in their choices 
of subjects studied. The table shows a mixture of specific career outcome, 
vocational areas and traditional subjects. Similar areas are found among the Access 
course students but the range is less wide and direction towards a specific career is 
more likely. 
improved career opportunities emerged as a major aspiration. One Access 
student's aspiration was stated very clearly: "Dosh! .... Lots of 
dosh! " Most 
contributors however expected to gain not only 'work' but a 'career'. 
Access students: 
"In a profession. In a job. " 
"Being able to stand on your own two feet as well as get a job. " 
Sixth formers: - 
"I want a job at the end so that I don't have to scrimp off social 
services. If I want something I want to be able to buy it at the end 
of the day. " 
"That's another reason why I don't want to do something that 
won't get a job at the end you might not like. I'd rather do a job I 
enjoy. " 
"I'd rather be earning less and enjoying the job than ...... (drowned 
out) 
Employment aspirations perceived as resulting from higher education included 
financial benefits, interesting work - 'a career', or 'profession' rather than a 'job' - 
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and independence. The latter seemed more significant than increased status which 
did not emerge from any of the interviews. Aspiration to increased status might 
have been implicit but was not stated perhaps because it implies aspiring to be 
'better' than others and a group interview was perceived to be an inappropriate 
forum for the statement of such an aim. The evidence supports the findings on 
employment considered in Chapter 9. Higher education offers both an opportunity 
to escape from an unsatisfactory situation but also draws students towards the 
opportunity of improved employment opportunities. There is evidence therefore of 
the 'push' effect of prior experience and the 'pull' effect of the perceived 
opportunities offered by higher education. 
Across the findings there was expectation of positive outcomes in employment but 




Interviewer. "Does it worry you that you that as a graduate you may nol 
get a job? 
"It does. "
"it does. " 
"Yes, you hear all these stories about people getting all these degrees and 
still no offers of jobs. " 
Interview C. 
"I'm working at McDonalds now. " (5 years into the future: intending to 
read sociology) 
(Laughter)"It's not funny. We could all be actually doing it. " 
"I think these days you are having to have a degree just to stand a chance 
of getting a job. " 
interview C. 
"I don't want to go straight out into a job, you know what it's like. " 
Access students. 
Interview D. "What will the situation be like for you as graduates. " 
"Tough. " 
"More and more jobs now want degrees, like they just want a degree and 
if it doesn't say degree on the application form theywon't consider you, 
that's what I have been told. " 
"Even with degrees some people don't get jobs. " 
These contributions represent the under current of anxiety among the students in 
both groups, that outcomes might not match expectations but, in a similar manner 
to anxieties about the higher education experience (Chapter 14) these are to be 
expected among those embarking upon a significant new project. The general 
impression presented by all of the groups was one of optimism. There was 
evidence of anxiety, and excitement, rather than pessimism. 
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Some contributors to both groups hoped to continue their studies either as post 
graduate students or in further vocational training. 
Access students. 
"I want to be a psychologist ... .... .. Half way through a post graduate 
course. " (in 5 years time) 
"Hopefully starting to train for the career that my degree has got me into 
(business and finarice). Well I mean I got told from my interview if I got a 
degree and come back I would get a training position so I've got 
something to aim for. " 
Sixth formers. 
"I'd like to go on to forensic science when I've finished my first degree 
(biology). ".... "I'd like to specialise. " 
"Yes, me, I thought about doing a sports degree and then going back to do 
physio. " (applying for a sports studies course) 
"Do another (qualification) that combines with it. " 
"Yes, PhD or MSc. " 
"I might either do a PGCE just to get some experience and teach for a 
while or do a post grad. I don't know. " (applying to read politics) 
A number of the sixth form students were considering entering teaching after 
taking degrees in, for example, leisure studies or fine arts. The students thought 
that the advantages of staying in higher education beyond first degree studies 
included the fact that "You don't have to work" and avoided the need for 
"change" C'I'm not scared of working but it's the change isn't it? ") while 
additional qualifications offered an opportunity to "get another ung up the laddee, 
and to "get a step ahead" (The only reference to increased status or competition 
beyond university). Students were not in agreement on the benefits of further study 
however: 
"I think that after being there for four years, I think that by that time I'd 
reafly need the money or something to show for aH the years work I'd 
done. " 
Another student thought that it would be unreasonable to expect parental financial 
support to continue beyond a first degree. 
In addition to the instrumental aspirations associated with career prospects the 
Access students also expressed more personal needs which they hoped to fWfil: 
"You may think I've got terrible lack of confidence. You may think that I 
really feel sorry for myself but I've had so many things go wrong in my 
life that, you know, well obviously I just live on hopes. I thought well I'll 
try again. There's something inside me hoping that something will work 
out in the end. I hope to God it will, you know ...... .... .. There's one thing 
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I want in the future is that I belong somewhere. I feel that I've been on the 
outside. " 
"I hope I'll feel fulfilled. " 
"I hope that in 6 years time I'll feel fulfilled ....... .. Yes, because deep 
inside me .... there's .... I can catch up what I missed. 
I don't mean 
university life, I mean so many books I haven't read, there's so many 
things I don't know and in most, I mean, if you are in a formal learning 
environment you've got permission to pursue that whereas if you've got a 
job, or whatever you do, you have to make time to do it. " 
Interview D. 
Interviewer. "Is self esteem in any way a part of this? " 
"Yes, definitely. " 
Sounds of group agreement. 
"If you get a degree it will make you different. " 
"For me it's the achievement I want it for, so it would make a difference 
to me. " 
Summary. Expectations of higher education and aspirations beyond 
university. 
A generalised difference between the schools and Access groups emerges from the 
findings: both groups expe 
' 
cted to change but with a different emphasis. The sixth 
formers expected change as part of a process of development, often anticipated 
over a period of time, while the Access students emphasised change rather than 
development. The sixth formers expected to be where they were, had expectations 
of where they would be and saw this as a process while the Access students were 
somewhat surprised to find themselves in this situation. This difference might be a 
function of age and the expectation of continued development among the young. 
Chapter 2 suggests that development continues throughout adult life. Perhaps 
adults are not always sufficiently aware of this proposition. 
Further differences between the sixth formers and the Access students arose from 
their view of what the university experience meant to them at the stage in their 
lives at which they hoped to obtain entry. For the many of the sixth formers 
university was perceived as a 'total' experience, a complete change of life for a 
pre-determined period of time. During this period they expected to 'grow ups, 
become independent of their parents and prepare for working life as an adult. For 
the Access students higher education represented change, another stage in their 
lives, which would need to be accommodated into their existing commitments. 
Drawing the findings from both expectations of university and aspirations beyond 
university together three major areas emerged as common to both the sixth 
formers and the Access course students. The students expected that their higher 
education would provide: 
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improved employment opportunities, not only a better job but a 'career' as 
opposed to 'work', and in some cases the opportunity of further training 
beyond first degree level; 
the opportunity for further study, and in some cases the opportunity of post 
graduate study-, 
the opportunity for personal development, to 'grow up' in the case of the 
younger students, to become independent across the age groups, and among 
the Access students additional more personal developments. 
The emphasis placed on each of these areas varied between individual students but 
across the samples the expectations of higher education were universally very high. 
The only criticisms of higher education institutions found among the sixth form 
contributions was their tendency to 'over advertise' themselves, failure to make 
entrance requirements clear in prospectuses and the tendency for some to be 
'snobby'. The Access students were critical of one group of visiting university staff 
for making university life seem more difficult than the students thought reasonable. 
These criticisms however were directed towards specific institutions or aspects of 
the application process rather than the 'concept' of higher education and what it 
embodied. The very high expectations of the higher education experience and its 
outcomes among students emphasises the responsibilities of the institutions in 
meeting these expectations. 
In terms of the model (Figure 1.2 p. 7) the evidence on expectations of the 
university experience and aspirations beyond university suggests that higher 
education exercises a very significant 'pull' effect upon applicants. Applicants are 
drawn from the left hand side of the model towards the point of application by the 
very significant benefits which are perceived to accrue. Evidence presented in 
former chapters suggests that where there is recognition of the advantages of 
higher education in the prior experiences of students, and appropriate support, 
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social work 2 
speech therapy I 
teaching 6 
wants to work abroad 
sub-total 13 
unsure 5 
unsure, probably teaching 
unsure, perhaps teaching 
unsure, science 


















HE Course applied for x gende 
Course/study programme female male 
art foundation course 1 
accounting 3 
biochemical science 1 
biology 
business studies 2 
business systems 1 






English literature 1 
fine art 2 1 
geography 2 
hotel management 2 
law 3 2 
leisure studies 1 1 
maths 1 







sports studies 1 
teaching 2 
transport management 1 
total 22 20 
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Chapter Fifteen. Conclusions. 
in this chapter the major interactions between the components of the model and 
the implications of the study findings for higher education are discussed. 
The results of the study show that interaction between two of the model 
components (Figure 1.2 p. 7) is most significant in influencing entry to university, 
among the sample characteristics social class, and among aspects of prior 
experience social milieu and educational experiences, more specifically, home and 
school. 
Interaction between social class, home and school is most effectively demonstrated 
in the contributions of two Access students. 
"My parents are strictly working class and I've always been from a 
working class background. My parents did wholeheartedly encourage me 
to further my education and I know that was my dad's .... now that my dad knows that I'm going to university he's walking on air. He really 
wants me to go, you know, higher and higher. But I didn't, I couldn't. I 
should have gone to the Girl's High School but I didn't want to go. I 
wanted to stay with my friends so they didn't force me. They didn't force 
me to do anything. So I stayed in the local comprehensive which was .... 
inadequate to say the least. And, you know, nobody went to university 
from there, it wasn't mentioned. It just wasn't an option. Even though my 
parents would have liked me to have done, they didn't know enough about 
the system to get me there. " 
'Well there was a lot of pressure (at school to succeed academically) but I 
was anti the system. I was anti everything. So .... and I thought the 
education system .... because I could see .... I didn't understand the 
terminology of the time, the terms of reference, I just kno%v that it %%-as 
very much geared towards boys. Geared towards the professions. I mean, 
and .... er .... classicism was prevalent. 
I mean .... I was at .... when I 
started this school they was still at the tail end of fagging which like 
culturally was a million miles from me. I didn't understand it. I found the 
whole of my education different because of me coming from a working 
class background into a very much established middle class school 
environment and it was very difficult for me. I lost my school friends 
because I went to grammar school and I had no friends at the grammar 
school because I had a working class background. This %%-as hell for me. 
My education was hell. It had nothing to do how bright my intellect ..... It 
was more to do with my social standing. " 
Both of the students quoted were female. The first was black and estimated to be 
in her early 20s and the second in her 40s at the time of the interview. Gender and 
ethnic origin are included in the characteristics of both students but both 
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emphasised the importance of social class to their contributions. Both students 
were academically able as witnessed by their selection at 11 plus and current 
expectations of university entrance. The quotations were the longest contributions 
recorded in any of the interviews perhaps indicating the significance of the content 
to the students. 
Social milieu in both quotations includes the influence of parents and peer group 
and intimates the effects of community. In the first case the student refused to 
move away from the influence of peer group and community and in the latter the 
student chose to make this move and perceived herself to be isolated as a result. In 
each instance there was a lack of co-ordination between parents and education and 
in each instance both parents and schools were ineffective, though for different 
reasons. 
It is argued that the interaction between the effects of 'home, community and 
peers, and school can be viewed in terms of a cumulative, 'cultural' perspective. 
Woods (1983) arguing from a 'symbolic interactionist' standpoint, suggests that 
people develop 'perspectives' which constitute the framework within which they 
make sense of the world. 'Perspectives' derive from 'cultures' which themselves 
develop: 
...... when people come together for specific purposes, intentionally or 
unintentionally, willingly or unwillingly. People develop between them 
distinctive forms of life - ways of doing things and not doing things, forms 
of talk and speech patterns, subjects of conversation, rules and codes of 
conduct and behaviour, values and beliefs, arguments and 
understandings. " (Woods 1983 ibid. p. 8) 
An individual's part in these ways of thinking and behaving may not be recognised: 
they are heavily implicit and the individual "grows in to thenf' and comes to 
recognise, them "as a natural way of life". 
Taking Woods definition of 'culture' and 'perspective' (Woods 1983 p. 8) the 
results from this study together with the literature review suggest first, that home 
and school support the development of a 'perspective' which attributes status and 
value to education as a long term goal (or alternatively not), and second, that the 
development of a positive perspective demands a 'four-way', interactive, dialogue 
between 'home', school, the prospective applicant to higher education, and their 
peer and community groups. The interaction between the cultural elements, 
aspects of experience in the model (Figure 1.2 p. 7), produces perspectives on 
education which may be positive, negative or conflicting. 
Pascal and Cox (1993. Cited in this study Chapter 2 p. 33) found evidence of 
differing attitudes towards education among parents which affected the educational 
performance of their offspring. Developing these findings into the results of this 
study it is possible, to propose four categories of teducational perspectives' 
189 
Chapter 15 
found among parents: supportive and knowledgeable, supportive and lacking in 
knowledge, disinterested and negative. 
The 'supportive and knowledgeable parent' is seen to support the student in what 
they want to do, often provides a positive role model from her/his own experience 
of higher education, provides a structured framework for the student, provides 
financial support, can be expected to continue to provide support, and, 
understands the education system. The quantitative study sample includes parents 
in mainly professional or skilled occupations demanding education or training 
beyond school leaving age. Similarly among the sixth formers, though direct 
evidence of occupation or educational qualifications of parents was not sought, 
there are a number of references to higher education experience among parents and 
siblings. Such parents, known to be supportive, may therefore be described also as 
knowledgeable. Parents in this category may exert their influence at an early stage 
in the lives of their offspring who may not be aware of it. In effect children of 
(supportive and knowledgeable parents' are provided from an early age with a 
positive 'perspective' on education. (Woods p. 8) 
The parent who is 'supportive and lacking in knowledge' wants to provide the 
same support as the 'supportive parent' but does not know how to do it. They 
offer guidance and support to the student at a personal level but are unable to 
provide educational support. Their own educational experience, for example, is 
such that they do not provide role models and can not help with practical inputs 
such as homework. Parents in this category are not able to offer appropriate 
guidance through the demands of the educational system. 
Access student. 
"I think as well, because my dad missed out educationally I didn't 
get any encouragement, well I did get a certain amount of 
encouragement but he couldn't sit down with me and help me with 
my homework. And looking back now I think I probably missed out 
a little bit. " 
Assistance with homework is only one, most visible, example of the lack of 
understanding of the demands of education and the organisation of the educational 
system among some parents: the ineffectiveness of 'sponsorship" from home found 
in the Pascal and Cox study (1993 p. 33), quoted in Chapter 2 (p. 34). 
The disinterested parent simply shows no concern for the educational performance 
of the child while the negative parent sees no value in education, certainly beyond 
statutory school leaving age. (Chapter 6 p. 152. Heathfield and Wakeford 1990 p. 
24. ) Examples of both of these categories were found among the Access student 
responses. (Chapter 2 and Chapter 11) 
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These four categories (supportive and knowledgeable, supportive and lacking in 
knowledge, disinterested and negative) represent perspectives on education held by 
parents and developed in turn from their own experience, their cultures. Assuming 
that schools wish to develop pupils to the highest level that they can attain, and 
that this is the school 'perspective', then in situations in which parental and schools 
perspectives 'match', the development of the child through the education system is 
supported. Progress will also require two other factors: first, that the perspective 
of the child, in terms of their perceived needs and aspirations, also forms a 'match' 
with the other two, and second, the supportive influence of other factors in the 
social milieu of the child, their peer groups and community. 
Referring back to experiences on school leaving (Chapter 8) and influences 
(Chapter 12) the 6th formers experienced a 'positive match' between the four 
elements, 'home', school, their own aspirations and their peer group, perhaps in 
part due to early direction from their parents. Alternatively, in some of the 
experiences of the Access students there was evidence of a 'negative match' in 
which neither home nor school was working to the advantage of the student. 
The 'mismatch' in the case of the parents who are 'supportive but lacking in 
knowledge' arises out of their lack of educational experience. They are unable to 
effectively manage the educational element so that while the child might possess 
academic potential which the school is effectively attempting to develop this is not 
utilised. An example is the Access student who did not take up the Grammar 
School place (p. 188). Disinterested and negative parents fail to effectively manage 
either the home or educational situation or to take account of the needs of the 
student. The school might be doing its job, the child might be able, but the home 
situation is not supportive. This would appear to apply in the second student 
contribution (this Chapter p. 188). 
Failure to take account of the perspective of the student may cut across the other 
parental categories. A 'mismatch' between the aspirations of the child and their 
parents means that parents cannot be described as 'supportive'. The Access 
student, for example, who felt that she was 'pushed' into nursing 
"My parents didn't .... I was an only child and I was very protected. They didn't want me to leave home or .... er .... do anything 
extraordinary. They thought nursing was nice and safe for their 
little girl. " 
or the student who was not allowed to stay on into the 6th form 
I wanted to stay on at school but I wasn't allowed to. " (because 
she was a girl) 
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In both of these instances the parents probably had their best interests of their 
offipring at heart, were in this sense supportive (in the latter instance the brother 
was allowed to stay on) and supported the work of the school, but failed to take 
account of the aspirations and perceived needs of the student. There is evidence 
from the 6th form interviews of parents attempting to influence the choice of 
higher education institutions, courses and careers which the students selected. 
"My mum and dad just don't want me to go away. My dad doesn't 
want me to go at all I don't think. " 
Interviewer. "Are any other dads like that with their daughters. " 
"I said like 'Liverpool's a possibility. ' 'No, you don's want t go 
there. Too far away. " 
"My dad just wants me to go to a nice area, as he puts it. " 
"She (male student's mother) wants me to go to a 'Red Brick' 
university or re-sit my A-levels if I don't get them. " 
"My mother was really bad because when I said I wanted to do 
medicine, 'Oh, you don't want to do medicine .... .... When I said I 
wanted to do dentistry it was as if a load had been lifted off her 
shoulders. " (female student) 
The argument thus far might be taken to be critical of many parents whereas in fact 
it highlights the dilemma of parenting; effectively guiding a child into adult life on 
the basis of past knowledge and experience. The implications are not that parents 
lack interest or are negative towards their children but that they do not always see 
education as relevant or of value. This parental lack of knowledge or 
understanding, arising out of their own lack of appropriate experience, reduces 
their power to contribute effectively to interaction with the school and the child on 
the child's educational Derformance or future. In the case of the disinterested or 
negative parent to avoid involvement in interaction. 
The significance of the social milieu, especially parents, is highlighted in the 
evidence from the questionnaire and focus groups in Chapter 12. The results 
suggest that 'formal' influences are significantly less effective than 'informal' on 
staying on at school and on university entrance. Evidence from the questionnaire 
sample suggests that parents were the most significant source of support in entry 
to higher education and that this support continued beyond school leaving age and 
in to adult life. It is reasonable to suggest therefore that the social milieu, 
particularly parents, has, through the development of a perspective on education, a 
profound effect on educational performance. It is reasonable further to argue that 
the effects of positive, negative or conflicting perspectives on education is 
cyclical. Parents develop perspectives which are in turn transmitted to their 
offspring and become accepted. 
Recognition of the significance of parents does not imply under-estimation of the 
contribution of schools, and at a later stage, colleges of further education. The 
192 
Chapter 15 
perspective of the school, the development of the potential of pupils, may be clear 
but schools vary in the extent to which they are successful in its development. 
Inadequate schools undoubtedly contribute to poor educational attainment just as 
good schools are effective. In the cycle of negative or ambivalent parental 
perspectives on education, however, schools may find themselves dealing with 
perspectives at odds with their own, held, not by a single pupil, but by 
communities. In such communities negative, or ambivalent, perspectives towards 
education may have grown up over generations and in schools in these 
communities there will, in consequence, have developed no tradition of entrance to 
higher education. Alternatively some schools will benefit from the support of the 
largely positive and knowledgeable perspectives of the majority of parents and will 
have a tradition of educational success among pupils to transmit over time. 
The relative significance of parents or schools on educational attainment is, 
however, perhaps less significant than the interaction, or lack of interaction 
between them. Improving standards in schools without taking account of the 
effects upon school performance of parents, peers and the social milieu seems 
unlikely to be effective, particularly among those pupils and parents least likely to 
have a positive perspective on education. Raising standards in schools, based on 
the argument that potential students would be better equipped in terms of 
qualifications to compete for entry to higher education, will not necessarily 
convince students or their parents that education or higher education is 'worth 
having' and therefore 'worth working for'. Potentially more powerful influences 
from outside school may convince them otherwise. The alternative is to develop 
positive perspectives shared by both schools and in the social milieu of the child. 
The overall effect of positive and negative 'perspectives' on education is to create 
groups of students who, at the extremes, see higher education as 'for them' or not 
'for them'. The effect of the components of the model (Figure 1.2 p. 7) operating 
to formulate a positive 'perspective' on education is, as shown in the findings of 
the questionnaire, to support students to stay on at school and move into higher 
education at school leaving age, to stay in the education system at school leaving 
and to increase the likelihood that students will continue to return to the education 
system to meet perceived needs at a later stage in their lives. 
The findings overall imply that the under-representation f social classes IV and V 
in higher education is related to an interaction between poor schools and lack of 
knowledge and experience among parents. This implies that the relative 
significance of schools and parents is perhaps less significant han the interaction, 
or lack of interaction, between them. 
Recourse to structural factors as represented in the right hand side of the model 
(Figure 1.2 p. 7) for a means of improving the representation of students from 
social classes IV and V in higher education offers little indication of change. The 
evidence presented in this study suggests that increasing student numbers'in higher 
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education increases the opportunity for more middle class students to enter or re- 
enter. Mgher education institutions are similarly unlikely to be effective in 
changing this situation. 'Open access' admissions policies, even if they were put 
into practice, seem unlikely to attract those who do not see higher education as 
'for them'. Increased resources to increase the number of students in higher 
education is unlikely to be effective in encouraging academically able potential 
students from social classes IV and V. It seems more logical to direct resources 
and efforts towards a much earlier stage in the education process in developing 
positive perspectives towards education among parents, increased involvement of 
parents in the education of their children and improved interaction between school, 
parent and child. Evidence from Chapter 12 suggests that there is a perceived 
'professional divide' between those employed in the 'formal' education system and 
parents and families. Increased interaction between education and social milieu 
implies that there is need for clarification of the relationships between those 
involved, of their prospective rights and responsibilities and of the development of 
mutual systems in support and development of these. 
Evidence from the literature review (Chapter 2) the questionnaire sample and the 
focus groups suggest that small numbers of students are able to overcome the lack 
of a positive perspective on education and succeed in gaining entry to higher 
education. There is also some evidence that the number of adult students falling 
into this category is increasing, for example, the impact of Access courses is 
indicated in Chapter 2 and in the research findings. Explanations for the success of 
this small group of students are not available from the study findings. Speculation 
suggests that individual variation among the experiences of applicants might 
account for this result. Individual agency, in some instances, might also be 
significant in overcoming difficulties. In both the qualitative and quantitative 
findings (Chapter II and 12) there is evidence that the students perceived 
themselves to have made 'their own' decision in entering higher education. These 
findings must be treated with caution however since the students may have been 
unaware of the influences operating on them. Both Bhaskar (1979) and Woods 
(1983) draw attention to individual lack of awareness of the cultural forces at play. 
Further research into the experiences of students who succeed in education in the 
absence of a positive perspective would not only offer some explanation for their 
success but also throw light on the wider situation. 
Returning to the right hand section of the model, the argument as presented thus 
far does not suggest that there are no implications for higher education and its 
constituent institutions in increasing opportunities particularly for adults. The 
evidence suggests that the qualifications and prior experiences of mature students 
may be undervalued in terms of both entry to higher education and in the 
curriculum. There is evidence that a limited range of qualifications, dominated by 
A-level, are accepted for entry to higher education. Adult applicants may have a 
variety of qualifications but the evidence questions the extent to which these are 
acceptable without additional items from the 'standard list'. 
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In terms of the curriculum the experiences of students prior to entry raises a range 
of issues. If higher education is viewed as a 'stand alone' activity, valid in its own 
right as academic study, research, and/or a preparation for a profession or higher 
level vocation, then the prior experiences of students are irrelevant except insofar 
as they demonstrate the academic level required for entry. The onus is upon the 
student to meet the demands of the programme of study and the responsibilities of 
the institution are to ensure an environment conducive to learning and student 
safety and welfare. 
If alternatively, students are viewed as a contributory element in the interactive 
process of their own learning then their prior experience is a factor which affects 
the contribution they are able to bring to the programme of study and to the 
institution. In turn this carries implications for the institution to take account of 
prior experience not only in admissions procedures but also in the structure and 
services offered and in the curriculum. The former approach, higher education as a 
'stand alone' activity, implies that a diversity of students will become 
homogeneous in terms of learning while the latter suggests that diversity might 
become an educational tool to the benefit of student and institution. The evidence 
of prior experience suggests that adults are entering higher education with a range 
of expertise and experience which might be further developed in their higher 
education programmes. It is argued that the 'new' student in higher education 
might imply new approaches to the presentation of learning and the curriculum. 
This implies further study of the responses of a diversity of students to the learning 
programmes on offer in the diversity of courses and institutions which now 
constitute higher education. 
Limitations and reflections on the research process. 
Three areas of the questionnaire(Appendix 2) produced limited results. Section 3. 
(Educational Experience) Question 20, requested information on the amount of 
time it had taken students to obtain the qualifications for entry to higher education, 
assuming that they had not obtained appropriate qualifications at school. Student 
response was poor . 
The results are presented in Appendix 8. In hindsight, and 
given the results from the major part of this section, the question under-estimated 
the variety of student educational experience and created confusion surrounding 
age of leaving school and age of leaving full-time education. 
Responses to Section 6 (Accommodation) (a) and (b) were also omitted from the 
results. This section (Results Appendix 13) included two questions which were 
intended to gather information on what kind of accommodation students were 
living in during attendance at university, with whom they shared this 
accommodation, and whether they were separated from their fan-diies during term 
time. The aim was to relate the findings from this question to those on choice of 
university and distance from home, to finance, and to compare the findings with 
student characteristics. Unfortunately question (a) resulted in confusion by 
195 
Chapter 15 
presenting the students with too many alternatives. It should have been divided 
into two parts covering first, where respondents were living and second, who with. 
Confusion created by question (a) resulted in the findings from question (b) 
becoming meaningless. 
Questions 14 and 15, Section 2 (Occupational Experience) (Questionnaire 
Appendix 2) also produced poor information though this reflected the 
characteristics of the sample more than the structure of the question. The aim of 
the question was to explore discrimination at work on the grounds of age, ethnic 
origin, gender and disability. Given a sample which was predominantly white, 
'middle class', able-bodied, young and including many with a limited experience of 
employment, the questions were largely ignored and the responses which were 
offered too few to draw any valid conclusions. (Results Appendix 12) 
The routes element of section 3 of the questionnaire, (Appendix 2) Educational 
Experience, might have been designed to facilitate more efficient and quicker 
processing of the data. Question 4 (requested information of whether the student 
later returned to education after leaving school) was superfluous and the remaining 
questions might have been organised more effectively. 
The process of looking for routes included in the study suggested, however, that 
the approach, in its statistical usage, might be further developed. It was possible, 
from the data to produce profiles for the three cohorts included in the study. There 
was sufficient information available in a designated route, as a statistical 
characteristic, to facilitate at least a general understanding of the source of 
applicants and their prior educational experience. More so, for example, than based 
on data on age, gender and last institution attended. If further development was to 
take place Section 5 of the questionnaire would need to be adapted, perhaps into a 
flow chart, 'tick in the box' format, to be read by an OMR, and fed into a prepared 
data base format for analysis. The latter would improve the efficiency of the 
gplotting' process applied in the study. The addition of prefixes or suffixes to the 
designated route letter would allow for the inclusion of gender and ethnic origin in 
the data. Knowledge of entry profiles for designated groups of students might be 
valuable in planning, marketing and for comparing roups of students. 
There was a loss of data from the Access groups interviews on finance. This 
information would have been valuable to compare with the findings from the other 
elements of the study. Accepting this, the subject of finance only emerged during 
one interview. It was a problematic area to introduce to adults in an open debate. 
it is possible that the interviews night have been more closely structured but it is 
probable that valid data would have been lost as a result of the additional control 
exerted by the interviewer. Given more results from the Access interviews it might 
have been possible to contribute more from the study on the effects of finance on 
entry to university. 
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Thumbnail biographies were obtained from some of the contributors to the Access 
focus groups. It was not possible to produce as many of these or in as much detail 
as had been hoped from the data. Results, Appendix 14. 
Reflections. 
The study consists of the process of production and the outcome. It commenced 
with a fragmented, uncoordinated collection of personal, 'common-sense' 
observations and a desire from the university for more informed analysis (Preface 
p. 2). The process of study development was essentially exploratory and comprised 
three 'strands'. First, the development of at least a background knowledge of 
higher education and its students which was an unfamiliar territory to the 
researcher. Second, the development of a theoretical orientation. This proved 
complex, time consuming and involved a number of 'blind alleys' in attempting to 
not only understand but, initially, to contribute to the structure/agency debate. 
Though, at times, fiustrating the time and effort proved necessary in exploring 
alternatives before arriving at a theoretical framework which 'made sense' to the 
researcher and within which it was possible to progress the study. The third 
'strand' was research method and accompanying techniques. This 'practical' 
element involved the consideration of alternatives, selection of methods, together 
with the production of research instruments and data collection and analysis. 
The process, the interweaving of the three strands, gaining knowledge of the topic 
area, the development of a theoretical orientation, and method and technique, and 
drawing these together into a final document, comprised the learning experience of 
the researcher. Viewed in this sense, not 'how much' was learned nor 'how well', 
but judged in terms of new experiences, new academic perspectives, the 
opportunity to practice new skills and to draw on existing knowledge and 
expertise, the study was, on reflection, a success. 
Outcome is less easily assessed in terms of reflection. it is easier to find satisfaction 
in the experience of process than the result which involves consideration of the 
'usefulness' and the contribution of the study. All reflection in these terms must 
take into account the small scale of the study. In personal terms, reflecting on the 
scattered and uncertain observations with which the study commenced, the 'taken- 
for-granted' knowledge of students and their biographies has been developed and 
expanded. The factors surrounding entry to higher education are better understood 
and the routes of entry clarified. The use of descriptive analysis of the 
questionnaire sample is justified in retaining a sense of members of the sample as 
great' people. The study makes a contribution, however small, to a knowledge of 
student experience where data is currently lacking. The study also suggests that 
focus groups have a contribution to make to educational research and that there 
are benefits which accrue, in terms of triangulation and the 'richness' of results, 
from the application of more than one research method. The isolation of a positive 
scultural perspective' on education as an influence on entry to higher education is 
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significant. Indications of future areas of research were also obtained. Reflection 
offers some indication of 'success' in terms of outcome but this is less readily 




Appendix. I Ethnic Origin and entry to higher educaton. 
The extent of involvement of ethnic minorities in higher education has received 
increased clarification since 1990. In response to uncertainty resulting from a lack 
of hard evidence (Modood 1993 p. 168) PCAS and UCCA decided to ask 
candidates to specify their ethnic origin. The discussion which follows is based 
upon three analyses of PCAS and UCCA data carried out by Madood (1993), 
Taylor (1992a), who also made use of some additional UCCA data, and Connelly 
(1994). 
Uncertainty remains resulting from a complex interaction between ethnic origin 
and a number of other factors including; gender, student age on entry, student 
choice of courses and institutions, qualifications on entry, route of entry, 
geographical location, social class of parents and wider social factors, together 
with variation in response to ethnic minorities between sectors of the higher 
education system, and individual institutions. The findings are outlined and then 
discussed. 
Modood took UCCA and PCAS data for applications and admissions to higher 
education for 1990 and 1991. (The distinction between universities and 
polytechnics, and between UCCA and PCAS was abolished in 1992 after these 
data were produced(Modood 1993 p. 168)). He compared the representation of 
ethnic minority groups making application to and entering university with their 
representation in the population using Census data for 15 to 24 year olds. This 
made it possible to calculate the extent to which various groups, compared with 
their representation inýthe population, were under or over-represented in higher 
education and in applications to higher education. 
Overall paftern 
Ethnic minorities as a whole were found to enjoy a representation in higher 
education at twice their population size in applications and somewhat better in 
admissions. 
...... ethnic minority numbers and representation is greater than most 
people would have guessed(no doubt in part assisted by the recent 
expansion of the system)" (Madood 1993 ibid p. 172). 
Connelly(1994 ibid p. 22) argues that: 
"Modood's is the first definitive evidence of the impressive 








that ethnic minorities applied in greater numbers to PCAS as compared with 
UCCA institutions (52,319,14.3% and 41,118,10.25% respectively). They were 
also represented at almost twice the percentage in PCAS than UCCA 
institutions(15.66% compared with 7.8%). In addition the proportion of ethnic 
minorities in PCAS increases between applications and admissions (14.3% rising to 
15.6%) whereas for UCCA the proportion decreases (10.25% falling to 7.8%) 
which Modood (p. 169)suggests raises a question of bias in selection. Giving rise 
to the query that ethnic minority groups were denied access to the more 
prestigious group of institutions. 
The PCAS data show that all minority groups did better than average and whites 
only slightly worse in terms of acceptance, compared with their representation in 
the age cohort, which suggests no bias against minority groups. But the UCCA 
data show an overall hierarchy in acceptance rates. The average success rate is 
60%, which is also the rate for whites, but Chinese, Indian, and Bangladeshi 
acceptance rates are 10% to 15% below this, Pakistanis 15% below, Afficans 20% 
and Carribbeans 25%. Proportionately ethnic minority groups were less likely to 
apply to UCCA and were represented in universities in only half the proportion of 
the other sector (UCCA 7.8, PCAS 15.6). 
This might be explained in differences in qualifications. Applicants through UCCA 
from all minority ethnic groups had lower scores than Whites (Connolly p. 28). At 
top end of A-level performance (30 - 26 points) the selection rates for all groups 
were similar, just over 90%. But the overall pattern shows inconsistencies. For 
example, at the middle range of scores the average acceptance rate is 60%, the rate 
for whites, but the Chinese are 10% below this as are Asian groups and 
Caribbeans. At the lower end the discrepancies between groups are reduced but 
inconsistencies remain. (Modood p. 177) Thus, acceptance rates vary between 
ethnic groups with almost identical A-level scores. 
Different approaches to admissions between the two sectors might be a factor 
(Connolly p. 28). UCCA institutions look for applicants at 18 directly from school 
and rely almost exclusively upon A-level results. Alternatively PCAS institutions 
are more likely to have a special admissions policy for mature students, often not 
involving A-levels. 
UCCA (UCCA 1992 pp. 6-7) offers 5 reasons to explain differences at similar A- 
level scores and differences in overall acceptance rates: 
low applications from ethnic minorities for courses with low entrance 
requirements, notably teacher training which at 12.6 has the lowest mean A- 
level score for appEcants 
minority groups are more likely to apply for those subjects to which it is most 
difficult to gain entry, 20*/o to medicine and law, three times that of whites 
ethnic minorities are more likely to apply to a limited number of universities 
since they are more likely to apply to institutes near home. For example, 41% 
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of Asians and 50% of Blacks applied to 35 institutions in London and South 
East (compared with 20% of Whites). All three of these factors place ethnic 
minorities in a situation of more intense competition than whites 
12% (in 1991) of applicants with 2 or more A-levels re-sat some or all of their 
grades. Ethnic minorities were more than twice as likely than whites to faU into 
this category. This will affect applications since selections give less weight to 
qualifications obtained at more than one sitting 
the 1989/90 UCCA report points out that minority applications have lower 
average A-level score than whites. 
Connelly(p. 22) suggests that Modood does not take sufficient account of the raw 
scores for applications. It has been assumed in the past that more member s of 
ethnic minority groups applied through PCAS than UCCA and that this was too 
some extent responsible for the variation in acceptances. Connelly argues that the 
difference in application rates is not sufficiently great to support this assumption 
and that the data suggest that institutions listed by UCCA have been less willing to 
recognise the aspirations of minority groups. 
Variation between individual institutions. 
Variation between sectors leads on to the possibility of variations between 
individual institutions; the possibility that ethnic minorities might be concentrated 
in less prestigious institutions. Modood (ibid p. 172) took the proportion of 
students from ethnic minority groups admitted to degree courses in 1990 by' those 
polytechnics where the proportion of ethnic minority students admitted-to such 
courses was 10% or more. The findings show admissions for ethnic minorities to 
be concentrated in 17 polytechnics (of which the institution in which this study was 
carried out was one). These were found not to be among the less prestigious 
institutions but there was a geographical concentration in particular regions; 
London, and to a lesser extent the Mdlands. Modood (bid p. 173) argues that this 
is a positive rather than a negative finding. 
"In any case there seems to be the possibility that the concentration 
is a result of some positive choice, both between different 
polytechnics and between some polytechnics and some universities, 
and not simply a rejection, or anticipated r6ection, by more prized 
institutions. " 
Admissions policies may again be a factor, however. Connolly(1994 p. 27) argues 
that many former polytechnics have established themselves as community 
institutions with a high admission rate for local applicants. 
UCCA did not publish data for individual institutions but left this to the institutions 
themselves(Modood ibid p. 174). Cambridge, which cannot described as one of the 
less prestigious institutions, published. The results indicate that Cambridge admits 
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10% below the Census figure for ethic minorities in this age group but Chinese, 
Indians and Bangladeshis do just as well as the Census average. Pakistanis and 
Black groups do considerably worse. 
Concern about the issues raised by the PCAS and UCCA data led the Committee 
of Vice-Chancellors and Principals to request an independent analysis from the 
Centre for Research in Ethnic Relations at the University of Warwick ( Taylor 
1992). UCCA made data available from 8, unnamed, institutions. These data also 
show considerable variation in applications and admissions, between minority 
groups and between institutions and also between subjects studied. Regional 
variation was again found. As with Polytechnics, universities in areas with higher 
proportions of ethnic minorities attract and admit higher numbers of ethnic 
minorities. For example, in 2 of the 8 universities, which were in or near London, 
ethnic minorities formed a third of all applications in 1990, and at one of them 12% 
of admissions were from Indians (Taylor 1992 p. 36). 
With reference to the finding that applicants from ethnic minority groups 
'disadvantage themselves' by again selecting local institutions through UCCA 
Connolly highlights inequalities in local applications(Connolly p. 29). Taking 
Taylor's data (1993 p. 437) she explores the disadvantage experienced by ethnic 
minorities in applying locally. Table App 1.1 indicates that White applicants are 
more likely to obtain a place in a local institution. 
Table AppI. 1 Applications to local institutions (UCCA) 
applicants % accepted % 
Black 50 8 
White 30 15 
Asian 38 12 
"So, although all applicants are disadvantaged by applying to local 
institutions, some are more disadvantaged than others. " (Connolly 
1994 ibid p. 29) 
The extent to which Ethnic minorities are limiting themselves in applying to local 
institutions, or the extent to which their choice is being limited is therefore in 
doubt. Connolly (1994 ibid p. 30) argues that their choice is being severely limited. 
Selection of subjects 
A further variation was found in the selection of subjects and disciplines for study' 
made by ethnic minority groups through UCCA. These groups applied 
disproportionately for the two subjects which are most difficult to enter in terms of 
A-level scores, medicine and law, and under applied for the least compctitivc 
option, teacher training. (Moddod ibid p. 174) Data for PCAS admissions 1991 
show for example, Business and Administration to be the most popular choice for 
Asian groups, whites and African women, Chinese men and African men prcfcr 
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engineering and technology. In addition to education, minority groups are either 
absolutely or relatively under-represented in a number of disciplines including 
physical science, architecture, building and planning and humanities (Modood ibid 
p. 175). However, the overall the size of ethnic minority applications "ensures that 
most groups are not under-represented" (Modood. ibid p 174). 
Routes into higher education. 
Applicants through UCCA from colleges of further and higher education are less 
likely to be accepted than those from schools, but applicants from racial minority 
groups are more likely to use this route to at least twice the extent of whites(17%) 
and nearly 3 times so in the case of Blacks. (Taylor 1992 p. 24). The highest rate of 
acceptance is from independent schools in which ethnic minorities are under 
represented. Applicants without A-levels or equivalent qualifications have low 
rates of acceptance. A category into which significant numbers from ethnic 
minorities fall. 
Age on entry 
While new entrants over the age of 21 now make up half of all admissions to 
higher education, over 80% of them continue to be in polytechnics and a greater 
proportion are likely to be black compared to other groups (Modood (p. 178). ' 
Modood takes the population between IS and 24 but Connolly (p. 22) argues that 
Modood underestimates age on entry to higher education as a factor relevant to 
ethnic minority groups. Nearly half of White men and over half of White women 
enter at age 18. The Chinese, Bangladeshis and Indians approach this figure this 
but: 
64 a significant proportion of these groups enter a year later 
suggesting an alternative route to higher education with a higher 
proportion of resits in examinations. Of these groups a higher 
proportion of women than men apply at 18 years. " 
(Connelly ibid p. 22) 
But, the 'most startling' difference is found among Black groups: only 6% of 
African men enter at age 18,4(YYo when they are over 25 with Affiro-Carribean 
women at 30%. Taking account of age variation on entry, in effect, the under- 
representation of the Black groups is greater than Modood suggests. 
Connolly argues that: 
"Age, then, rather than ethnic origin, seems to be the most Q? 
significant factor in the admissions rate for the PCAS sector. " 
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This probably exaggerates but age is undoubtedly a factor which interacts with 
ethnic origin. 
Parental Social Class. 
Many of the factors which emerge in interaction with ethnic origin are also 
associated with social class: students who are more likely to apply from FE, less 
likely to apply from independent schools, more likely to apply without A-levels 
and more likely to apply after the age of 18(Modood p. 178). 
Using Taylor's unpublished, UCCA data, Modood(p. 179) finds that ethnic 
minorities are less represented in the professional and intermediate classes and that 
the acceptance rate for these social classes is consistently higher than those coming 
from skilled and unskilled working classes. But, 'most striking about this data are 
the ways in which ethnicity fails to conform to the general pattern of social class. 
"The biggest anomaly for capturing differences by race and 
ethnicity within class analysis is the pervading underlying fact that 
groups with more disadvantaged class profiles than whites, a 
contrast which was probably even more severe in previous years 
and decades, produce much larger proportions of applicants and 
admissions in the national higher education system. The fact that 
despite all of the social and institutional (not to mention cultural) 
disadvantages stacked against them, some ethnic minorities are 
using higher education to alter their own class composition, offers 
one, if small, counter-example to the view that class inequalities in 
higher education remain unchanged, and that education has failed to 
operate as a force for 'class abatement. " Modood (p. 178) 
The findings over the whole of the higher education system offer grounds for 
optimism and a recognition of the achievements of student from ethnic minority 








Introduction Student Experience Questionnaire 
A bigger range of different kinds of people are now becon-ting students in the University and are entering by 
a numberof different routes. If theUniversityis to continue in its stated aims of meeting the needs of students, 
enhancing equality of opportunity and providing a quality learning environment the University needs to be 
aware of, and to understand relevant student experiences both prior to entry to and during learning 
prograrnmes. This questionnaire is part of a study which aims to investigate student experience of the 
University. 
The following includes questions aboutyour experiences before you came to University and during the first 
semester of your course. ALL INFORMATION WILL BE HELD IN CONFIDENCE. 
histructions: 
This is a machine readable questionnaire, please follow the instructions Use a pen (not red) or pencil (Pencil can be erased it 
you make a mistake) Indicate your choice with a horizontal line in the appropriate box e. g. : P. -; Do not use crosses or ticks 
SECTION I Course and Personal Details 
I Name ................................................................................................................................. ............ 
2 University Enrolment Number ........................................... ................................. .... 
3 University Course Tide MODDS :::::: ': Priniary B Ed ....... Secondary B Ed 
4 For what award are you registered? Honours Degree Dip ILE : ..... Other (Please state ..................................................... 
5 Subjects of Award 
a) Main Subjects N. B. Students taking B. Ed should not Include Education as one of their subjects. 
Arttdcsign i---; Eaglish [Emory Religious Studies . 7,7, -, ', -. NUthcrtutics 
Technology f. 7.7.7, Physical Education Education Geography'777.1 Science --7- 
ýIusic ::.:::: Technology: Design &Technology Tochnololy-Busiams Studios ........ 
Others (Please state) ......................... .......................................................................... 
b) Subsidiary/ritinor/joint Subjects 
Art/design English lustory, Geography 
Technology Physical Education . 7.7.7, Religious Studies Science Music 
Technologr. Busice" Studies *. = Technology: Desi go & Technology 7: 77 
Others (please auto) .............. . .............................................  ...................................... 
6 Ethnic Origin 
White:::::,: ) Black Black-Caribbean Pskistaiii Asian Bl&ck-other 
Bangladeshi Indian Black African -: 7: Chinese Other : -T Agiss-w4w : 1-7 
7 Ageý in years, at commencement of course? 
under 20 20-24 25-29 777'. 30-34 1 ...... 
35-39 40-44 411-49 77-1, Over 50 
8 Are you registered disabled? yes No 
9 Do you have a disability but have chosen not to register? yes : '77: No 
10 Are you an overseas student? Yes I.., .... I., No 
11 Are ycm in married/living with a partner? yea 77, *7 NO 
12 Do you have any children? Yes 24 ........ 
13 if yes please indicate your children's age group. 
3 or under .... 6.10 11-13 
14-16 17-18 ov" II 
14 Do you have any dependent adult relatives? Yes NO 
- -- 
SECTION 2 Occupational Background 
This section deals with any experience of work you may have had prior to commencing your University course. 
1 Have you at any time been in full-time employment? 
(include membership of the armed forces) No I; 
2 For how long were you in full-time employment? 
Up to 6 months = Up to one year 1-3 years 4-7 years Over 8 yeazs: *...,. *.,., 
3 Did you leave full-time employment for Family 
commitments including child-rearing? Yes No 
4 Please state the title of your main occupation 
(this may not have been you last job). ..................................  I ........ ...... ..................... . 
5 Please state the title of your father's main occupation 
6 Please state the tide of your mother's main occupation ......................... ......................... 
7 Have you had experience of being unemployed and in receipt of benefit? 
(i. e. 'officiaUyunemployed as opposed to not working) Yes 
8 How many times did you become unemployed? Once 2-4times:: 77 5-7 times 
9 What was the longest period for which you were unemployed? 
Up to 6 months 7-12 months. '. 7.7.7.13 months to 2 years 7. *. *. -* More than 2 years 
10 Did your experience of unemployment influence your 
decision to return to education? Yes No-. 7. - - Not applicable 
11 Have you had experience of Youth Training (Government 
Yes funded training schemes for young people)? No 
12 Have you had experience of Employment Training (Covernment 
funded training schemes for adults)? Yes No 
13 Were you involved in a work experience programme as 
part of your school or college course? Y-::.:.,:.: No 
14 During my occupational career I experienced overt Race Gender * ....... Disability 
Age::: 77: No experience of discrimination (undisguised) discrimination on the grounds of 
1,5 During my occupational career I believe that I experienced Race -. *= Gender:::::::: Disability ;:::::. i 
covert (concealed) discrimination on the grounds of- Age 777 No expeTience of discrimination f, *:,: *: 
16 Did your experience of employment influence your decision to 
return to education? yes No 
SECTION 3 Educational Experience 
Students now enter university by a number of different educational routes. This section asks questions about the 
route you followed. It is quite complicated because there are a range of possible alternatives. You may have 
experienced more than one of the alternatives listed. Please try to include everything appropriate. 
School 
1 Did you leave school at compulsory school leaving age? Yes. *. 7.7". ", No 
2 How old were you when you left full-time schooling? 17 : 77: 1 
3 Did you: 
a. stay on at school but not take an A level course? Yes C--: ........ 
No 
. ...... b. stay on at school and in the sixthform and take A levels?. Yes 
C. leave school and go directly to Further Education? Yes No 
d. leave school and go into employment? Yes No 
e. leave school and go into some form of training? Y, ....... No 
f. leave school and go to an alternative not listed here? Yes 11.1.7.7. i No 
4 If you left school to go into employment, or for other reasons, 
did you later return to take a Further Education course 
(other than recreational courses)? Yes No ...... 
5 If you left work to go into employment did your work offer 
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6 If your work offered qualifications were these sufficient for University entrance? ycs: -. 77ý No 
Sixthform (If you did not go into the sixth form ignore this question) 
7 After leaving the sixth form did you: Conic directly to university? 
Co directly to a college of Further Education? 
Take a year out? 
Leave school for employment? 
Take an alternative not listed here? 
Further Education (If you did not go into FE ignore questions 8 9) 
8 During your attendance in FE did you follow any of the following. 
You may have followed more than one: A course at O/CCSE Level? 
An A Level course? 
" BTEC course? 
" course leading to a vocational qualification? 
An Access Course? 
9 After leaving college (Further Education) did you: Conic directly to University? 
Take a "year out"? 
Leave to so into employment? 
Take an alternative not listed here? 
Access Courses 
10 If you followed an Access Course was it: Full-time f*:::: ** Part-time 
11 If you followed an Access Course what was the duration of the course? 
I year 2 years 3 years 
Post School Education: other 
12 Have you followed any courses other than Access Courses as an "adult" fofloýving a break in your 
education after leaving school? Yes f. 7.7.71 No 
13 Did you follow more than one such course? yes:.,. *:::. ", No 
14 Did you foRow a full-time course? Yes No 
15 Did you follow a part-time day course? Yes No 
16 Did you follow any evening courses? Yes r. *. ' '. '. '.,; No 
17 Have you followed any Open University courses? Yes No f-**-. 
18 Have you studied any other form of open or distance learning courses? Yes No 
19 Educational Qualifications: What formal educational qualifications did you obtain prior to entry to University? 
0 Level GCSE 
A Level ........ Access to Higher Education Certificate 
BTEC ........ ........ SCOTVEC 
Scottish Leaving Certificate Irish Leaving Certificate 
Overseas Qualification International Baccalaureate 
European Baccalaureate ....... Scottish Higher 
No formal qualifications ONC 
OND HNC 7.7.7.7 
HND ....... Dip HE 
Degree Open Univmity Credits 
c)ther qualification/s not listed, including vocational (work related) as well as academic qualifications. 





20 if you left school without appropriate qualifications for I year I year 
University entrance and needed to return to education 2 years 2 years 
to obtain them, how long did it take? (You may have been 3 years 3 years 
involved in both full-time and part-time study). 4 years or more'. *. *. *.,.,.,., 4 years or more 









SECTION 4 Advice, guidance, information and influences 
This section asks questions about the sources of advice and guidance you used in arriving at your decision to apply for a university 
course and to apply to this University in particular. 7here are also some questions about the people and the reasons which influenced 
your decision. 
1 From which of the following professional sources did you obtain advice and. guidance which you felt to be of value to you 
in deciding to go into HE?. Please mark all of those appropriate. 
........ ....... Teachers at school Staff at die Advice Shop 
Careen guidance at school Staff at an advice centre 
College l cturers Staff at another University 
Careen officers Staff at a training organization 
Staff at an Education Advice Centre Staff at a Job Centre 
Did not receive any advice that I found to be of any value I did not seek any advice or guidance 
Ohers not listed here. Please state ................................................................................................... ... .... ... ....................................................... 
2 Who influenced your decision to apply for a University course by providing not only advice but also but also supportand 
encouragement? Strongly Not - Strongly Did not 
supported Supported interested Opposed opposed apply 
...... 7. Mother ...... 
Father 
Other family members 
Spouse or partner ........ ...... ..... 
College teaching staff ....... ......... ....... 
Friend& 
Careen officer 
Staff at educational advice centre 
........ ........ ....... ........ ....... Advice shop staff ....... ....... ....... ....... ....... 
Staff at another University 
....... ....... ..... ...... ... Job Centre staff ........ ....... ........ ........ ........ 
Staff at a Benefit Office 
Employer 
Co-worker ........ 
Teacher at school ....... ........ 
Members of a religious faith ...... 
members of a local community Organisation 
Others not listed here. Please state ......................................................................................................................................................................... 
3 why did you choose this University? You probably had more than one reason. 
Please mark all of those appropriate. 
This University was my first choice I was impressed bythe University facilities 
" recommendation from a former student I was impressed bythe facilities for my subject area 
" recommendation from staff at school I was attracted by the flexibility of the course structures 
" recommendation from a careers officer Ile University iseasily accessible from my home 
" recommendation from a college lecturer Accommodation was available tostay with relativeii 
" recommendation from staff at a guidance ntre Accommodation was available to stay with friends 
Staff at the Advice shop were helpful and encouraging I was able to obtain child ewe facilities 
I was impressed by the publicity materials offered None of these 
A factor not listed here- Please state ................. I .................................................................................. ......................................... 
SECTION 5 Finance 
Money is obviously a significant factor in making decisions on programmes of study. This section asks questions about how you 
managed to fund your education in the past and how you are funded now. To repeat the statement made in the introduction: this 
information will be held in confidence. 
I which of the following sources of funding did you use to finance your education immediately prior to your University 
course, that is, while you were obtaining the qualifications for entry? You may have used more dm one. Please mark all of 
those appropriate. 
LEA statutory funding. (funding which the LEA must provide) Sponsorship 
LEA concessionary funding (funding which the LEA choosei; Finance from school attended 
to provide from its own budget) Finance from college attended 
State Benefits (other than Fatrffly allowance) Self-f inanced from: full-time /part-time work 
Financed byparents Severance pay gratuity 
Financed by spouse orpartner Question does not apply 
Financed by other members of family 




2 Which of the following sources of funding are you now using to finance your University course? 
Again you may be using more than one. Please indicate all of them. 
........ ..... LEA statutory funding ....... Financed by parents. ....... 
LEA concessionary funding. Financed by spouse orpartner 
State Benefits (excluding Child Benefit) Financed by other family members 
Finance from the University Studentloan 
Self-financed Sponsorship 
Other source of finance not listed here. Please state .......................................................................................................................................................... 
3 You mayor may not have experienced difficulty in obtaining funding for your education prior to your University course 
Strongly Strongly Dom 
aglee Agm Undecided Disagree disagree know 
I experienced nodifficulty in obtaining funding for my education ........ . ........ ........ ........ ........ ........ ........ ...... ....... ....... 
I found it necessary to negotiate with various orgartisations in order to obtain funding 
Government Agencies were helpful and supportive of my efforts to obtain funding 7.77*1 
My Local Authority was helpful and supportive of my efforts to obtain funding ........ 
4 You mayor may not have experienced difficulty in obtaining funding for your University course. 
Strongly Strongly Do not agree Agrft Undecided Disagree dLsagree know 
I expeTienced no difficulty in obtaining funding for my course . ....... ....... ....... ....... ....... ....... ....... .... .... .... ....... .... ....... . 
...... ...... ..... .... ...... .. I found it necessary to negotiate with various organisations in order to obtain funding ........ ........ ........ ........ ........ ........ 
Government Agencies were helpful and supportive of my efforts to obtain funding :::::::: ::::::,: :::::::: *.,. **.,.,. .....  .... 
...... .... ... ..... ........ My Local Authority was helpful and supportive of my efforts to obtain funding .... ....... ....... ....... ....... ....... 
5 1 shall find it hard to complete my University course 
unless I can obtain additional funds. Yes No 
6 1 shall need to find part-time work to "top up 
existing funding. yes No 
7 1 shall not need to find part-time work. Yes No 
8 1 expect to find difficulty in finding part-time work. Yes No 
SECTION 6 Accommodation 
r-Mycurrent 
accommodation during my attendance at University is: 
a) In University campus accomodation 
In rented accommodation 
In owner occupied accommodation 
With my parents and immediate family 
With my spouselpartner 
With my spouselpartner and children 
With my children 
With my extended family 
Alone in lodgings 
Alone in a flat or similar 
In accommodation shared with other students 
In a form of w=mmodation not listed here. Please state ................................................................................................................................................. 
b) I am in accommodation separate from my immediate 
family during University attendance m 
immm 
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Appendix 3. Pilot study 
A. Procedure 
The pilot study was conducted with 9 volunteer students from the B Ed Primary 
and Secondary courses. The students met in 3 groups in the Education Research 
Unit. 
A draft version of the questionnaire was produced to include an explanation of the 
pilot study and to provide additional space at the end of each section for student 
comment. 
At the commencement of each session the background to the study as a whole and 
the location of the questionnaire within this frame work was outlined to each 
group. The purpose of the pilot study was then explained. The students were asked 
to be critical and to draw attention to anything which seemed to them to be 
ambivalent, difficult to understand or an error. 
The questionnaire was examined section by section. Students were asked to 
complete a section which was then analysed item by item in discussion. Students 
were offered the opportunity to ask questions or make comments verbally/and or 
to record them in the margin or in the space provided on the questionnaire. Notes 
were also made during discussion by the researcher. 
The time taken to complete each section was recorded so that the amount of time 
required to complete the whole exercise could be assessed. 
B. Queries, comments and responses. 
Section 1. Course and personal details. 
Query. Question 1.3 Awards 
Should this include another question: Degree with Honours? 
Response. This seemed to be an unnecessary additional category. 
Query. Question 1.3 Main subjects 
Students queried: 
1. should this include education as a separate subject? 
2. should there be a differentiation between "main7' and "subsidiary" subjects? 
3. they found the various forms of 'technology' confusing. 
Response. 
1. it was explained that all respondents would be studying an education course. 
However, since confusion had arisen it was agreed that an explanatory note 
would be included 
2. The question be rewritten to include statutory subjects 
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3. After discussion it seemed probable that the format of the draft questionnaire 
was responsible for the confusion. Note was taken to look at the problem again 
when the final format was produced. 
Query. Question 1.9 "cohabiting relationship" 
This question was the centre of considerable debate. All of the students, both those 
who were married and those in other forms of relationship found the word 
4 cohabiting' unacceptable. Various alternatives were considered all of which had 
been discussed at length during the original formulation of the questionnaire. 
Response 
It was generally agreed that the wording needed to be changed. After some 
discussion "married or living with a partner" proved most acceptable. 
Query. Question 1.10 "single with dependent relativee' 
A number of students read this to mean dependent adults and to exclude children, 
particularly as the next question asked specifically about children. 
Response. 
Further consideration eeded to be given to these two questions, probably be 
dividing them into two questions, 'adult' and 'children' 
Section 2. Occupational background. 
Query 
Some students thought that the situation of some individuals, women in particular, 
who had worked full-time in the past but had left for family and child-rearing 
commitments needed clarification. 
Response 
Question to be added to cover this situation. 
Query. Questions: 2.4,2.5,2.7 which asked for a description of occupations in 
terms of social class. 
As anticipated students were unable to respond to these questions though they had 
recognised the purpose for their inclusion. There was some discussion of the issues 
involved. 
Response. 
As had always seemed probable, delete these questions, ask for occupational titles, 
use occupational titles and draw categories from the Registrar General's 
information. 
Query. Question 2.9 
The students queried what was meant by the term 'unemployment' and why. 'and 
in receipt of benefit' was added 
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Response. 
It was explained that the aim of the question was to discover those who had 
figured on the unemployment register ather than those who were 'not working'. It 
was agreed that an explanatory note was needed. 
Query. Questions 2.13 and 2.14 
Some of the students did not know the meaning of ET. All recognised the meaning 
of YT. 
Response 
Reverse the position of the two questions, include an explanatory note on ET. 
Section 3 Educational experience. 
Query 
Students found all of this section difficult particularly with reference to finding 
their way through it. There was considerable discussion within the groups during 
which the varied experience of the group members demonstrated the complexity 
and the range of variation of routes through the education system manifest in the 
student Population. The routes available and the means of enabling students to find 
their way through the questionnaire rather than the content was the major 
difficulty. A number of alternatives and amendments were suggested. 
Response. 
Re-structure to try to ensure that individuals can clearly see and select those 
sections with which they need to be concerned 
Query. Question 3.18 educational qualifications 
A number of student thought that the emphasis was too heavily biased towards 
academic qualifications and that if a full picture of the range of qualifications 
possessed by the student body was to be gained then vocational qualifications 
should be included. 
Response 
Change the way in which the question is worded to include vocational 
qualifications and to encourage students to include these. 
Section 4. Advice, guidance, influences. 
Query. Questions 4.1,4.2 
1. Students thought that the difference between the two questions was not made 
clear. For example, they added 'parents' in the comments space 4.1 only to 
find 'Parents' included in 4.2. They recognised the difference in the aims of the 
two sections only after they had completed them. 
2. didn't make sense in terms of the response required 
3. a number of students thought that 'friends' should be added as a category to 
4.2 
4. one student thought that both items were too long 
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Response 
Change wording to make the difference between 'advice and guidance', and 
'encouragement and support clear' 
add 'friends' as a category in 4.2 
the criticism was recognised but it was raised by only one student. Other members 
of the all groups recognised the value of the content of the question and did not 
feel that it presented problems to complete. 
Section 5 Finance. 
Query. Question 5.1 
Students who had left and re-entered the education system, sometimes more than 
once, found this question difficult. The meaning of 'prior to your university 
course' was ambiguous. Again the major problem was the range of individual 
variation among students in the routes they had followed. 
Response. 
Change wording to clarify the period covered, that is, the period leading up to 
entry to university and add an explanatory note. 
Query 
Question 5.5 
1. The students found this question to be ambiguous: did 'necessary' implyas a 
means of 'topping up' existing funding or in order to make a substantive 
contribution to available funding? 
2. The students queried the availability of work: a number said that they would 
welcome the opportunity to work if they were able to find any. 
Response. 
1. Change wording to emphasise the period 
university and add an explanatory statement. 
2. Change structure to include two questions on 
up' and one on clearly stated 'need' to work 
I Add question on availability of work 
Section 6 Accommodation 
immediately prior to entry to 
need to work: one on 'topping 
Query 
This section produced a bi-polar response: one group found that it was too 
complicated to complete while the other two groups accepted it without query 
and, when asked stated that it presented no problem. 
Response. 
It seemed possible that the format of the question might have been at least a 
contributory factor to the response of the students. Reconsider the question 




The involvement of the students in the research process and the contribution they 
made were invaluable, not only in the improvement of the questionnaire but also in 
the insight offered into the complexity and variation of their past experience. Their 
comments seem to indicate that the questionnaire includes appropriate areas at this 
stage in the study. That is, the students did not feel that substantial changes or 
additions to content were needed given that this is the first stage of the project. 
Discussion also indicated the possible value of the qualitative studies planned fro 
the later stages of the research. 
S 
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(OHP slide. Presentation to students at data gathering) 
STUDENT EXPERIENCE OF HIGHER EDUCATION. 
This questionnaire is the first part of a longitudinal study being 
carded out by the university in the School of Education over a 
three year period. The whole study will include a number of 
methodologies, qualitative and quantitative. 
The need for the study has arisen from 2 main factors: - 
a. there is a general lack of information on student experience; 
much research and writing has been concerned with 
institutions rather than students 
b. in recent years a wider range of students with a greater variety 
of characteristics are accessing higher education via a variety of 
different routes 
Universities therefore need additional information if they are to 
respond effectively to meeting student need. 
This element of the study is mainly concerned with your 
experience before you came to university and during the first 
semester of your course. 
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(Completing an OMR form OHP slide. Used at data gathering. ) 
HOW TO FILL OUT AN OMR FORM 
The OMR or Optical Mark Reader is a machine which picks up 
the marks made on an OMR form. It is important that the form 
is completed correctly so that the information will be recorded 
accurately. 
Please read the questions carefully and record your response 
by making a mark in the appropriate box. 





If you make a mistake you can correct it by making it clear for 
the OMR Operator which mark was made in error e. g. 
Yes No 
Do you use a deodorant? 
COMMENTS 
if you have to write anything on the form do so in the space 
provided 
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Appendix 6 (a) Preparation for schools interviews and information for 
schools. 
Four areas of preparation: 
A. initial telephone contact 
B. meeting with school staff including information package. 
C. brief for participants, to be included in B. above. 
D. explanatory document for school staff (Student Experiences of Higher 
Education), to be included in B above. 
A. Initial telephone contact. 
1. Aims. 
1.1 to "sell" the study briefly but to a sufficient degree to obtain a meeting with the 
contact. The meeting is viewed as the main vehicle for attempting to obtain co- 
operation. 
1.2 to provide 
(i) a broad outline of content and aims sufficient to indicate that the study is 
worthwhile 
(ii) to reassure the contact that the research and the researcher are bona fide 
(iii) to avoid wasting the time of the contact and to avoid any indication that their 
time might be wasted in the future. 
2. Call content. 
2.1 self introduction - 
name, member of staff of university (some indication of experience of teaching and 
management in schools and colleges, only if necessary and only sufficient to 
indicate some degree of professional standing in order to reassure the contact). 
2.2 study content 
The study is concerned with student experience prior to and during a programme 
of study in higher education - why they decided to go in to HE, when they arrived 
at the decision, what they expect university to be like, what they hope to achieve 
as a result of their course etc. The study is not about the school or student opinion 
of any particular institution, of teaching staff or of their course. 
.( 
If necessary, in order to reassure contact include: the study is strictly concerned 
with educational issues and not with sex, drugs or any other social attitudes or 
social issues involving "teenagers" or young people) 
2.3 characteristics of whole study 
(i) "official" university research i. e. not a piece of individual research. 
(ii) large study, 3 years duration, using different research methods, proposed co- 
operation comprises one part. 
(iii) not a recruiting campaign for the university of Wolverhampton. 
2.4 characteristics of the element in which co-operation is requested. 
As a part of the wider study we wish to include evidence of the attitudes and 
opinions of young people in school sixth forms who are intending to go into 
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university in the near future i. e. second year sixth form students. In order to do this 
we wish to carry out and tape a group interview with approximately 10 students 
for about an hour. The tape will then be analysed. We have already carried out 
similar studies with mature students in colleges of FE and have obtained pleasing 
results. 
2.5 Request an opportunity to visit the school and talk with the contact for about 
30 minutes in order to provide more information, to deal with any queries they 
might have and to further discuss the possibility that they might be prepared to co- 
operate. 
3.0 
Hopefully arrange meeting. 
B. Meeting with school staff (initial contact plus any others). 
1. Aims. 
to generate sufficient interest to encourage co-operation. 
to further reassure the contact/s that the study and researcher are bona fide 
to demonstrate that structure and professionalism has been involved in the study 
and in the preparation for this section of the work. 
to demonstrate that a lot of work has already been carried out 
to show the results of similar work carried out with Access students in FE. 
to demonstrate an attempt to provide a structure for the discussion and its content 
in order to avoid wasting staff time 
2. Information pack prepared beforehand, to leave with the contact so that they 
are fully informed and can deal with queries from other members of the school 
staff, pupils, parents etc... in the absence of the researcher. To include: explanatory 
document (D), copy of study structure, copy of brief for participants(C). 
3. Meeting content. 
3.1 Study aims, structure and content. 
Diagram of study structure to provide general overview(already prepared: include 
in information pack) supportive verbal explanation of study and progress to date. 
3.2 explanation of where the proposed element fits in. 
samples of data from questionnaire, graphs etc... (not included in information 
pack) 
3.3 Explanation of how group interview approach works, use of central 
microphone etc... 
samples of data from Wulfiun in form of transcripts (not included in information 
pack) 
4. Confidentiality 
students must be volunteers, must have opportunity not to be involved 
students will not be asked to give their names (examples from FE transcript data) 
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students will not be asked for any personal details or means of identification 
the researcher will only collect data i. e. will not become involved in attempting to 
offer advice, comment or viewpoint, or in any way attempting to influence the 
views of the students. 
Results. 
A copy of the transcript and of the results following analysis will be made available 
to the school together with an opportunity to discuss the findings with a member 
of the research staff. 
6. Requests 
(1) quiet room for interviewing in which the students might be expected to feel 
reasonably relaxed 
(ii) period of about an hour of actual interview time, a little more time will be 
needed for setting up briefing the students etc... 
(iii) no more than 10 students (including male and female) who are in the second 
year sixth and are expecting to go into higher education 
C. Interview: brief for participants. Verbal presentation. No written 
information will be given to participants. 
(Main content and structure. Not intended to be presented verbatim). 
1. Researcher's name, member of staff at University of Wolverhampton. (Who am 
1? )
2. Purpose. (Why am I here? )
Involved in a3 year research study at the University which is concerned with 
higher education and in particular with students. Over recent years the population 
of higher education has changed and is continuing to change and to grow. In 
consequence universities need to know more about their students, the kind of 
people who are coming in to universities, why they come, what they are hoping to 
get while they are on a course and what they hope will result at the end. 
3. Structure. (What are we going to do? ) 
I am going to ask for your views on higher education and your experiences as you 
have prepared to go into higher education. There are no right or wrong answers. 
What you give is your opinion or your experience. I haven't asked for your names 
and I don't intend to do so. There is no reason for you as an individual to be 
identified. 
I shall tape record what we all say. 
All I want you to do is to express your honest opinions and state your experiences 
of the issues I raise. 
Interview content. 
Coverage of 5 broad areas. 
(NB. Question areas 1. and 2 may merge) 
1. Staying on at school. 
Why did you decide to stay on at school? 
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probing for 
when did they start to consider the decision, when did they arrive at the decision, 
who was involved, who did they perceive to be influential, who did they seek 
advice from, what sorts of things influenced the decision, did they consider any 
alternatives and what were they, had anyone else in the family stayed on at school? 
2. Higher Education. 
Why did you decide to go into university? 
probing for: 
when did they start to consider the decision, when did they arrive at the decision, 
who was involved, who did they perceive to be influential, who did they seek 
advice from, what sorts of things influenced the decision, did they consider any 
alternatives and what were they, had anyone in their family been to university, did 
they know anyone who had been to university? 
I Why did you choose a particular institution? 
probing for: 
factors which influenced their choice, what they took into account 
e. g. the reputation of a particular institution(are students aware of a "league table" 
of HE institutions) facilities, a particular course, subjects, distance from home, 
social life, other factors 
4. What do you think university will be like? 
probing for: 
views of university life, any feedback they have received, what their view of 
university is based on, fears and concerns(e. g finance, coping with the work, 
coping with new people and new situations) sense of anticipation, what they hope 
to get out of university while they are there. Academic versus instrumental 
viewpoints ( education "for its own sake" /education as a means to an end) 
5. Aspirations 
Where will you be in 5 years time? 
probing for outcomes, in terms of what they hope to gain 
their view of work and careers (evidence of positive or negative views of graduate 
employment) 
evaluation of university experience and qualifications. 
D. Student Experiences of Higher Education. (Prepared for the information 
pack for school staff) 
Background. 
In recent years higher education has been passing through a period of considerable 
change and evidence indicates that the student population is continuing to increase 
in size and also to change, for example, a wider age range with more varied 
experiences, more women and a greater proportion of students from ethnic 
minorities. Also students are gaining access by a variety of routes in addition to the 
"traditionar' ý. -levels. This study is concerned with the characteristics of students 
and their experiences prior to and during a university course. 
4 
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The study. I The study is structured (diagrammatic representation of structure attached) around 
first, a comparative and longtitudinal study of cohorts of full-time students within 
the Faculty of education and second, a consideration of two groups of potential 
students seeking access to higher education via either the A-level route from 
school sixth forms or via Access courses in FE as mature students. 
A combination of quantitative and qualitative methodologies is applied, 
questionnaires combined with group and individual interviews, in an attempt to 
obtain data in both width and depth. 
The study has been in operation for two years. 
The section of the study involving A- level students prior to entry to university 
interacts with data drawn from the questionnaires and from the individual 
interviews with students who have followed this "route' into higher education. 
This element of the research project is intended to provide not only additional 
information on the characteristics and experiences of students prior to entry but 
also views of university from the "outside", expectations of higher education, what 
respondents expect university to be like, and the aspirations of prospective 
students who will be applying for a wider range of programmes than those 
included in other parts of the study. 
Method. Group Interview. 
Students will be interviewed as a group by one researcher and the proceedings will 
be taped for transcription and analysis at a later stage. 
Conifidentiality 
students should be volunteers: must have the opportunity not to be involved 
students will not be asked to give their names or to provide any personal details or 
means of identification 
General. 
The study is not concerned with the school or student opinion of any particular 
institution, of their course or of teaching staff. The study is not a part of, or 
connected with, any recruiting exercise for the university. The subject matter of the 
interview will be restricted to educational matters only. The researcher will only 
collect data i. e. will not become involved in attempting to offer advice, comment 
or viewpoint, or in any way attempt to influence the views of the students. 
Results. 
A copy of the transcript and of the results following analysis will be made available 
to the school together with an opportunity to discuss the findings with a member 
of the research staff 
6. Requests 




(ii) period of about an hour of actual interview time, a little more time will be 
needed for setting up briefing the students etc... 
(iii) no more than 10 students (including male and female) who are in the second 
year sixth and are expecting to go into higher education 
6- 
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Appendix 6 (b) Information for schools 
Research Project: Student Experiences of Higher Education. 
Background. 
In recent years higher education has been passing through a period of considerable 
change and evidence indicates that the student population is continuing to increase 
in size and also to change, for example, a wider range with more varied 
experiences, more women and a greater proportion of students from ethnic 
minorities. Also students are gaining access by a variety of routes in addition to the 
'traditional' A-levels. This study is concerned with the characteristics of students 
and their experiences prior to and during a university course. 
The study. 
The study is structured around first, a comparative and longitudinal study of 
cohorts of full-time students within the Faculty of Education and second, a 
consideration of two groups of potential students seeking access to higher 
education via Access courses in FE as mature students. 
A combination of quantitative and qualitative methodologies is applied, 
questionnaires combined with group and individual interviews, in an attempt to 
obtain data in both width and depth. 
The study has been in operation for 2 years. 
The section of the study involving sixth form A-level students prior to entry to 
university interacts with data from drawn form the questionnaires and from the 
individual interviews with students who have followed this route into higher 
education. This element of the study is intended to provide not only additional 
information on the characteristics and experiences of students prior to entry but 
also views of university form the "outside", expectations of higher education, what 
respondents expect university to be like, and the aspirations of prospective 
students who mill be applying for a wider range of programmes than those 
included in other parts of the study. 
Method. Group Interview 
Students will be interviewed as a group by one researcher and the proceedings will 
be taped for transcription and analysis at a later stage. 
Confidentiality. 
Students should be volunteers: must have the opportunity not to be involved. 
Students will not be asked to give names or to provide any personal details or 
means of identification 
General. 
The study is not concerned with the school or student opinion of any particular 
institution, of their course or of teaching staff The study is not part of, or 
connected with any recruiting drive on the part of the university. The subject 
matter of the interview will be restricted to educational matters only. The 
researcher will only collect data i. e. will not become involved in attempting to 
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offer information, advice, comment or viewpoint, or in any way attempt to 
influence the views of the students. 
Results 
A copy of the transcript and of the results following analysis will be made available 
to the school together with an opportunity to discuss the findings with a member 
of the research staff 
Requests. 
1. a quiet room for interviewing in which students might be expected to feel 
reasonably relaxed 
2. a period of about an hour of actual interview time, a little more time will be 
needed for setting up, briefing the students etc. 
3. no more than 10 students (including male and female) who are in the second 
year sixth and are expecting to go to university 
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Female, Asian, 20s 
Married 
Former shop assistant 
Wants to go into social work 
Male. White, 20s 
ts to go into 
ce/banking 
Group Interviews: "seating plans' 
Access 
Group A 
Female, Black, 20s 
Single parent 
Former shop assistant 
Wants to go into social work 
Female, Black, 20s 
Former care assistant 
Wnats to go into teaching 
A4 
Female, White, 30s 
Fmily 
Wants to go into teaching 
A3 
Female, White, 40s 
Divorced with children 
Wants to work abroad 
A2 
Female, Black, 30s 







unsure of career, 
ý 
maybe teaching ý 
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Group Interviews: 'seating plans' 
Access 
Group B 
White, Female, 40s White, 
Office work. RSI Female 
Wants to work in no 
counselling contribution Female, Black. A3 White, Male, No contribution. L 40s 
A7 
White, Female, 30s 




White, Female, 30s occupation 





Female, Black former nurse 
No contribution A2 
White, Female, 30s 
Office work 






White, male, 20s 
Former soldier 




Group Interviews: 'seating plans' 
Access Group C 
Female, White, 30s Female, Asian, 20s 
married, children Unemployed for 2 years Female, Asian, 20s 
Part-time work Wants to do teaching Office work 
Unsure of future C2 Wants to go into 
C1 counselling 
C3 




wants to go into 
careers guidance 
C4 
Female, White. 20s 
1 child 
Redundant 
Wants to go into 
teaching 
Female, White, 30s 
Family 
Wants to read science 
Career uncertain 
C6 
Male, Black, 20s 
Part-time work 
Wants to go Into 
leisure management 
C7 
Male, Asian, 20s 
Works nights 
Wants to go Into finance/ 
business 
Male, Asian, 20s C8 
Unemployed 




Group Interviews: seating plans' 
Access Group D 
Male, White, 20s 
Ex-engineering 
Wants to go into 
computing 
D3 
le, White, 20s 
nurse 
le, White, 
Wants to go into 
law or politics 
D4 







Female, White, 30s 
marded, family 




Female, White, 20s 
Nursing auxiliary 
Wants to do speech 
therapy 
D7 
le, White, 20s 
reworker 
to read history 
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Group Interviews: 'seating plan' 
School A 
10/10/94 
Female Female Female Female 
White White White Asian 
Fine Art Biology Sports studies Biohemical 
Teaching Forensic Science Physiotherapy Science 
A. 10 A. 7 A. 2 A. 6 

































Female Female Female Dance/ 














Group Interviews: 'seating plan' 
School C 
7/12/94 
Male Female Female Male Male 
White White White White White 
Leisure Studies Maths Law Business Engineering/ 






























































Time taken to acquire qualifications for entry to higher education. 
119 students had stated that they left school at statutory school leaving age, and 
therefore, without the qualifications required for university entrance. But only 42 
students responded to the question on full-time study and only 38 to the question 
on part-time: 33 and 30 students respectively stated that the question did not apply 
to them while 170 and 177, respectively, ignored the question. A small number of 
students had studied both full and part- time. 
Analysis by education routes indicates the poor response rate. For example, 
students following route B would have spent an additional 2 to 5 years in full-time 
education dependent on whether they left school with or without GCSEs. But only 
3 of 29 students in the sample who followed this route responded. In addition 
responses showed a lack of consistency with other findings in the study. For 
example, students who followed Route E, and had stated elsewhere in the same 
section of the questionnaire that they had attended part-time day and/or evening 
classes, responded that this question did not apply to them. 
Reasons for this result can only be speculative. A fault in the wording or format of 
the question such that students were not able to understand it, found it too 
complicated, too difficult or too time-consuming to answer, is a probability. The 
location of the question at the end of a long and complicated section and at the 
bottom of a page might also have been a contributory factor. There might also 
have been some confusion concerning leaving school and leaving full-time 
education. In addition, for some students who moved in and out of the education 
system and followed a number of different courses, the response might have been 
difficult to work out. The interaction between a number of these factors might 
have combined to discourage students from responding to the question. 








A 0 000 0 7 28 35 
B 0 210 3 5 21 29 
C 3 010 4 3 13 20 
D 22 010 23 0 18 41 
E 4 121 8 8 47 63 
F 0 000 0 3 12 15 
G 0 210 3 2 15 20 
H 0 000 0 2 9 11 
i 1 000 1 3 7 11 
total 30 561 42 33 170 245 
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A 0 00 0 0 5 30 35 
B 1 00 0 1 5 23 29 
C 4 00 0 4 2 14 20 
D 5 01 1 7 0 34 41 
E 10 31 5 19 8 36 63 
F 0 00 1 1 3 11 15 
G 1 10 1 3 3 14 20 
H 1 00 0 1 2 8 11 
J, 2 00 0 2 2 7 11 
total 24 428 38 30 177 245 
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APPENDIX. 9 Section 4. Sources of advice, information and influences. 
Table 12.2 Sources of influence: advice. q uidance and encouragement. Routes A. B. C .. 
Route A. Route B Route C. Route J. 
S. Sup sup tot S. Sup sup tot S. Sup sup tot S. Sup sup tot 
mother 28 7 35 21 8 29 16 4 20 8 3 11 
father 25 9 35 19 6 29 14 3 20 8 2 11 
other family members 19 12 35 11 8 29 6 6 20 3 6 11 
spouse or partner 3 6 35 7 3 29 5 0 20 0 2 11 
college teaching staff 8 11 35 10 10 29 7 7 20 0 3 11 
friends 18 12 35 11 13 29 13 3 20 2 5 11 
Careers officer 8 12 35 6 8 29 5 3 20 2 2 11 
staff ed advice centre 3 0 35 0 2 29 1 1 20 0 1 11 
Advice shop staff 2 0 35 0 2 29 1 0 20 0 1 11 
staff at another university 0 1 35 1 1 29 0 1 20 0 0 11 
Job Centre staff 0 0 35 0 0 29 0 1 20 0 0 11 
staff at Benefit Office 0 0 35 0 0 29 0 1 20 0 0 11 
employer 1 0 35 3 1 29 1 0 20 1 3 11 
co-worker 2 2 35 2 1 29 0 1 20 1 1 11 
teacher at school 19 11 35 8 6 29 6 5 20 3 7 11 
members religious faith 4 2 35 2 0 29 1 0 20 0 1 11 
members of local community 2 1 35 3 0 29 0 0 20 0 0 11 
Table 12.3 Sources of influence: advice. quidance and encourageympt. Routes D. E, Fý G 
Route Route Route Route Roul* 
D E G H 
st st %t St 
sup sup lot sup sup tot SUP sup tot sup sup tot S" sup 101 
13 a 41 24 22 63 4 3 15 11 5 20 6 3 It 
father 11 7 41 19 16 63 2 4 15 10 4 20 5 4 11 
other family members 7 11 41 14 17 63 0 8 15 5 8 20 1 
spouse or partner Is 4 41 2ý 16 63 7 4 15 4 3 20 4 1 11 
college teaching staff 16 12 41 10 11 63 1 0 15 4 4 20 0 1 11 
friends 11 12 41 24 18 63 4 3 15 4 8 20 5 3 11 
Careers officer 1 1 41 1 3 63 1 0 15 1 3 20 1 1 11 
ed advice centre 2 1 41 3 1 63 1 0 15 1 0 20 1 2 11 
Advice shop staff 1 2 41 2 3 63 0 1 15 0 1 20 2 1 11 
another university 1 1 41 0 2 63 1 0 Is 0 4 20 0 1 11 
Job Centre staff 1 0 41 0 2 63 0 0 15 0 0 20 0 0 11 
staff at Benefit Office 1 0 41 0 0 63 0 0 15 0 0 20 0 0 11 
employer 1 0 41 2 5 63 0 1 15 1 2 20 1 
co-worker 2 3 41 8 6 613 0 3 15 1 1 20 1 0 11 
teacher at school 3 1 41 3 5 63 0 0 15 4 20 2 1 11 
religious faith 2 0 41 2 2 63 1 1 is 1 0 20 0 0 11 
local community 0 1 41 0 1 63 0 0 15 0 0 . 10 0 0 11 
* tot denotes total sample of students who followed this route. 
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Table 12.4 Sources of influence: advice. guidance and encouragernent. Routes A. B. C. J. 
Route A. Route B Route C. Route J. 
S. Sup sup tot S. Sup sup tot S. Sup sup tot S. Sup sup tot 
mother 28 7 35 21 8 29 16 4 20 8 3 
father 25 9 35 19 6 29 14 3 20 8 2 
other family members 19 12 35 11 8 29 6 6 20 3 6 
spouse or partner 3 6 35 7 3 29 5 0 20 0 2 
college teaching staff 8 11 35 10 10 29 7 7 20 0 3 
friends 18 12 35 11 13 29 13 3 20 2 5 
Careers officer 8 12 35 6 8 29 5 3 20 2 2 
staff ed advice centre 3 0 35 0 2 29 1 1 20 0 1 
Advice shop staff 2 0 35 0 2 29 1 0 20 0 1 
staff at another university 0 1 35 1 1 29 0 1 20 0 0 
Job Centre staff 0 0 35 0 0 29 0 1 20 0 0 
staff at Benefit Office 0 0 35 0 0 29 0 1 20 0 0 
employer 1 0 35 3 1 29 1 0 20 1 3 
co-worker 2 2 35 2 1 29 0 1 20 1 1 
teacher at school 19 11 35 8 6 29 6 5 20 3 7 
members religious faith 4 2 35 2 0 29 1 0 20 0 1 
members of local community 2 1 35 3 0 29 0 0 20 0 0 
Table 12.5 Sources of influence: advice. guidance and encouraclemnt. Routes D. E. F. G 
father 
other family members 
spouse or partner 
college teaching staff 
friends 
Careers officer 
ed advice centre 
Advice shop staff 
another university I 
Job Centre staff 
staff at Benefit Office I 
employer 
co-worker 
teacher at school 3 
religious faith 21 































st I st 
tot sup sup tot sup sup 
-63 -- -4-- --3--- - --Is 11 5 
63 2 4 15 10 4 
63 0 8 15 5 8 
63 7 4 15 4 3 
63 1 0 IS 4 4 
63 4 3 15 4 8 
63 1 0 15 1 3 
63 1 0 15 1 0 
63 0 1 15 0 1 
63 1 0 15 0 4 
63 0 0 15 0 0 
63 0 0 0 0 
63 0 2 
63 0 3 15 1 1 
63 0 0 15 2 4 
63 1 T 15 1 0 
63 0 0 Is 0 0 
tot sw SUP tot 
-- 20 3 




20 S 3 11 
20 1 1 11 
20 1 2 11 
20 
20 







* tot denotes total sample of students who followed this route. 
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Table 12.6 Sources of influence: advice. quidance and encouraqernent. Aqe qroups 1. 
* tot denotes total sample of students in this age group. 
40 to 44 46 to 49 over 60 
st sup St sup %t sup 
sup *tot Sup W sup 'lot 
mother 2 1 10 0 1 7 o 1 
father 1 0 10 0 0 7 o 0 2 
other family members 2 0 10 1 2 7 o 0 2 
spouse or partner 5 1 10 4 0 7 0 2 
college teaching staff 2 1 10 0 0 7 1 1 2 
friends 4 2 10 1 0 7 0 1 2 
Careers officer 0 0 10 0 0 7 o 0 2 
ed advice centre 0 0 10 1 0 7 0 2 
Advice shop staff 0 1 10 0 0 7 0 2 
another university 0 1 10 0 0 7 0 0 2 
Job Centre staff 0 0 10 0 0 7 o 1 2 
staff at Benefit Office 0 0 10 0 0 7 0 2 
employer 0 0 10 0 0 7 0 0 2 
co-worker 0 0 10 0 0 7 0 0 2 
teacher at school 0 0 10 0 0 7 0 0 2 
religious faith 0 1 10 0 0 7 1 0 2 
local community 0 0 10 0 7 0 0 
* tot denotes total sample of students in this age group. 
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under 20 24) to 24 25 to 29 30 to 35 to 39 
mother 0 4 
father 3 3 
other family members 10 5 2 2 
spouse or partner 0 2 0 0 0 
college teaching staff 2 2 0 1 0 
friends 5 4 2 
Careers officer 2 2 0 
staff at educational advice 1 7 1 0 0 
centre 
Advice shop staff 2 2 0 0 0 
staff at another university 2 1 0 0 0 
Job Centre staff 2 1 0 0 0 
staff at Benefit Office 3 0 0 0 
employer 0 2 0 
co-worker 1 1 0 0 0 
teacher at school 0 0 0 0 0 
members of a religious 1 0 0 0 0 
faith 
members of local 2 1 1 0 0 
conwnunity 
0 















mother 0 0 0 0 0 0 0 
father 0 0 0 0 0 0 0 
other family members 0 0 0 0 0 
spouse or partner 0 0 0 0 0 
college teaching staff 0 0 0 0 0 
friends 0 0 0 0 0 0 0 
Careers officer 0 0 0 0 0 0 0 
staff at educational advice centre 0 0 0 0 0 0 0 
Advice shop staff 0 0 0 Q 0 0 
staff at another university 0 0 0 0 0 0 
Job Centre staff 0 0 0 0 0 0 
staff at Benefit Office 0 0 0 0 0 0 
employer 0 0 0 0 0 Q 
co-worker 0 0 0 0 0 0 0 
teacher at school 0 0 0 0 0 0 
members of a religious faith 0 0 01 0 0 
members of local community 0 0 0 0 0 0 0 
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Route D RO(Aft E 











mother 1 1 0 1 1 0 1 0 
father 1 1 1 0 0 0 0 0 0 0 
other family members 1 0 ID 0 0 0 0 0 0 0 
spouse or partner 4 2 0 a 0 0 0 0 0 0 
college teaching staff 0 0 0 0 0 0 1 0 0 0 
friends 2 0 0 0 0 0 0 0 0 
Careers officer 0 0 0 0 0 0 0 0 0 0 
staff at educational advice centre 0 0 0 0 0 0 Q 0 0 
Advice shop staff 0 0 0 0 0 0 0 0 0 0 
staff at another university 0 0 0 0 0 0 0 0 0 0 
Job Centre staff 0 0 0 0 0 0 0 0 0 
staff at Benefit Office 0 1 0 0 0 0 0 0 0 0 
employer 0 0 3 1 0 0 0 0 0 0 
co-worker 0 0 0 0 0 0 0 0 0 
teacher at school 0 0 0 0 0 0 0 0 0 
members of a religious faith 0 0 G 0 0 0 0 0 0 0 
members of local cornmunity 0 0 0 0 0 0 a 0 0 
under20 20 to 24 25 to 29 
Gpp strong oW strong opp strong 
OPP OPP OPP 
mother 0 0 
father 0 0 
other family members 0 0 
spouse or partner 0 0 
college teaching staff 1 0 
friends 0 0 
Careers officer 1 0 
staff at educational advice centre 0 0 
Advice shop staff 0 0 
staff at another university 0 0 
Job Centre staff 0 0 
staff at Benefit Office 0 1 
employer 0 0 
co-worker 0 0 
teacher at school 0 0 
members of a religious faith 0 0 
members of local community 0 0 
30 to 34 36to39 








































0  0 
0  0 
0  0 
0  0 
0  0 
0  0 
0  0 
0  0 
0  0 
0  0 
0  0 
0  0 
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40 to 44 45 to 49 over5O 
opp stron gO pp Wong opp strong 
OPP OW OPP 
mother 0 0 0 o 0 0 
father 0 0 0 0 
other family members 0 0 0 0 0 
spouse or partner 0 0 0 0 0 0 
college teaching staff 0 0 0 0 0 
friends 0 0 0 0 0 
Careers officer 0 0 0 0 0 
staff at educational advice centre 0 0 0 0 0 0 
Advice shop staff 0 0 0 0 
staff at another university 0 0 0 0 0 0 
Job Centre staff 0 0 0 0 
staff at Benefit Office 0 0 0 0 0 
employer 0 0 0 0 0 0 
co-worker 0 0 0 0 0 0 
teacher at school 0 0 0 0 0 0 
members of a religious faith 0 0 0 U 0 0 
members of local cornmunity 0 0 0 0 0 
Table 12.14 Positive q uidance, adv ice dnd eac 
fernale male 
strongly supported strongly supported 
supported Iotal supported *total 
mother 106 41 178 27 22 73 
father 92 35 1M 23 20 73 
other family members 51 57 178 16 21 73 
spouse or partner 54 -19 176 24 10 
73 
college teaching staff 46 46 178 11 10 73 
friends 72 57 178 22 21 73 
Careers officer 24 22 178 1 12 73 
staff at educational advice centre 9 178 3 0 73 
Advice shop staff 7 9 178 1 2 73 
staff at another university ý2 7 178 1 4 73 
Job Centre staff 1 3 178 0 0 73 
staff at Benefit Office I I IM 0 0 73 
employer 9 9 178 2 5 73 
co-worker 12 11 178 5 7 73 
teacher at school 39 .... 29 178 
7 11 73 
members of a religious faith 10 2 1 Ta 3 4 73 
members of local community 5 2 178 0 1 73 
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Table 12.15 Advice. P-uidance, information and influence: other 
Categories Responses 
children's teachers I 
consultant 




private music teacher 
student services 
teachers at advice centre 
where I helped. 
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Appendix 10: Finance. 
Section 5 of the questionnaire (Appendix 2) aimed to explore: 
" the sources of funding used by students for their education immediately prior 
to entering higher education sources of funding for their current course 
" the extent to which they had experienced difficulty in obtaining funding for 
both of these. 
" student current and anticipated problems with finance. 
Finance immediately prior to entry to university. 
It was anticipated that students might have been involved in a variety of 
educational experiences over varying periods of time and might have used a 
number of sources to finance these. In order to avoid confusion students were 
asked to restrict their responses to sources of funding "immediately prior" to their 
current course. 
Table AoD 10.1 Sources of fundina vrior to current course 
Sources of funding Responses 
A LEA statutory funding 93 
B LEA concessionary funding 17 
C State Benefits 19 
D Financed by parents 74 
E Financed by spouse partner 29 
F Financed by other members of the family 35 
G Sponsorship 3 
H Finance from school attended 0 
1 Finance from college attended 41 
j Self-financed. Full-time work 28 
K Severance pay/ gratuity 14 
L Question does not apply. 14 
Responses (Table App 10.1) shows that the students used a variety of sources and 
most used more than one, a funding 'package'. LEA statutory funding was the 
most significant source followed by funding from parents. Finance from colleges 
indicates the use made of the Access Fund and student hardship funds. Spouse 
and partner are also significant sources together with other members of the family 
and student self finance through employment. Smaller numbers of students used 
severance pay or gratuities to contribute to their funding. Only 3 received 
sponsorship and none received funding from school. Fourteen students responded 
that the question did not apply to them, either because they had an alternative 
source of funding not listed or chose not to answer the question. 
The data recorded for the "direct entry" younger students (the 'under 20, age 
group and for education groups A, B, C and J) gives rise to a number of anomalies 
(Tables App 10.2 and 10.3). It was anticipated the primary sources of funding for 
these groups would have been the local authority together with their parents but 
student responses do not support this. Though the local authority and parents are 
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the main source of funding for the groups taken as a whole, only a proportion of 
the students, less than anticipated, list these alternatives. For example, II of 35 
students following education route A, and 6 of II following route J. A number of 
possible explanations suggest themselves. It is possible that some of the students 
were educated in the private sector and therefore did not receive local authority 
finance for their education prior to university. This eventuality was not accounted 
for in the questionnaire. Some students may been without parents in which case 
their responses may have been recorded under 'other family members' or 'state 
benefits' for both prior and current programmes of study. It is also possible that 
the students may not have recognised the local authority as a source of funding for 
their 6th form or college education since no money actually changed hands. An 
alternative explanation is that some of the students were uncertain about sources 
of funding, that they were not aware that the local authority financed their 
education and that they did not recognise the fact that they were clothed, fed and 
housed by their parents as a 'source of funding'. In each of these situations no 
money was seen to change hands and there was no formal procedure involved. 
This alternative is supported by the attitudes of the 6th formers in the group 
interviews who had little understanding of funding and an expectation that parents 
would provide. 
Table App 10.3 
Funding under 20 to 25 to 30 to 35 to 40 to 45 to over 
Categories 20 24 29 34 39 44 49 so 
A 35 25 13 7 8 1 3 1 
B 5 5 3 1 2 1 0 0 
c 1 4 4 6 4 0 0 0 
D 45 18 7 3 0 0 1 0 
E 2 3 4 4 12 2 2 0 
F 13 5 6 5 3 3 0 0 
G 0 0 0 2 0 1 0 0 
H 0 0 0 0 0 0 0 
1 14 13 5 2 4 3 0 
1 2 4 5 6 6 2 3 
K 2 1 5 2 2 0 
L 2 2 2 3 4 0 
total 121 K 54 41 45 13 11 2 
sample 81 57 34 32 28 10 7 2 
Findings for the age groups beyond age 25 (Tables App 10.2,10.3) and for 
education routes D, E, F, G, and H show variations in sources of funding. Parental 
financial support declines beyond the student age of 24 though it continues to be 
an element for some up to the age of 34 and for one student beyond the age of 45. 
The partner/spouse becomes more significant for students beyond the age of 35 
and parents as a source of funding decline. Local authority funding continues to be 
significant, both statutory and concessionary, as does the contribution from 
colleges. Broadly four sources of finance have enabled 'mature' students to return 




Fund, the students own efforts through work, and the support of their families 
The significance of each of these vaned depending upon individual circumstances 
Table Ano 10.3 
Sources of fundina orior to entrv to universitv bv education route 
Categories Education Routes 
A Oý C J D E F G H 
A LEA statutory funding 11 17 8 6 15 14 6 8 4 
B LEA concessionary funding 1 4 1 1 6 1 0 1 2 
C State Benefits 0 1 11 0 11 5 0 1 0 
D Financed by parents 24 15 0 4 5 7 0 7 0 
E Financed by spouse/partner 1 0 3 1 14 11 0 0 1 
F Financed bv other members of 5 3 0 2 11 8 0 0 1 
family 
G Sponsorship 0 00 0 0 2 11 0 
H Finance from school attended 0 00 0 () 0 00 0 
1 Finance from college attended 4 75 1 7 13 22 1 
j Self-financed. Full/part-time work 1 01 0 6 11 33 0 





- - total sample 35 29 20 1T 41 63 20 15 1 1 
Table Agms 10.4 
Sources of fundina prior to univers 
Categories Femal Male 
e 
A LEA statutory funding 69 24 
B LEA concessionary funding is 2 
C State Benefits 14 5 
D Financed by parents 54 20 
E Financed by spouse/partner 24 5 
F Financed by other members of 26 9 
family 
G Sponsorship 1 2 
H Finance from school attended 0 0 
1 Finance from college attended 34 7 
j Self-financed. Full/part-time work 10 18 
K Severance pay/ gratuity 11 3 
all sample 73 
Findings for sources of finance prior to university show very little gender 
difference (Table Apps 10.4) Proportionately more men than women were self- 
funded from employment and proportionately more women than men used their 
spouse or partner as a source of funding. These results reflect the finding that men 
were more likely than women to have had employment experience and women 
were more likely than men to have experienced a break in employment to meet 
family commitments. 
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Students listed a small number of alternative sources of funding not included in the 
question (Table Apps 10.5). Responses did not suggest any significant on-ýissions 
from the questionnaire item. 
Table Apps 10.5 
Other sources of fundinq not listed: prior to entrv to universitv. 
Source number of 
responses 
apprentice 1 
child care payments I 
HTNT employment scheme I 
maintenance 1 
part-time work 1 
Saturday job 2 
sponsorship from employer 1 
total 8 
Sources of funding: current course 
Student sources of funding for the current course (Table Apps 10.6) are less in 
number and less complex than for education prior to university. The 'system' for 
finance for students in higher education is perhaps better organised than for 
education prior to entry. Sources fall into combinations of the same broad 
categories as for prior funding: local authority and state funding in the form of 
grants and loans, families, mainly parents and partners, and student own efforts. 
Table 6.5: 6 
Sources of fundin-q: current course 
Categories Number of 
responses 
A. LEA statutory funding 226 
B. LEA concessionary funding 25 
C. State Benefits 5 
D. finance from university 5 
E. self-financed 38 
F. financed by parents 60 
G. financed by spouse/partner 30 
H. financed by other family 7 
members 
1. student loan 58 
J. sponsorship 0 
The additional sources cited by students (Table Apps 10.7) offer nothing to alter 
this pattern. The bursaries listed are made available to some of the students taking 
the Secondary Bed course as a course component (offered as an incentive to 
qualify to teach a 'shortage subject') and are therefore another form of state 
funding. The other contributions from students, apart from the pension resulting 
from the death of the father, are repetitions or expansions of areas covered in the 
question, mostly various forms of part-time employment. 
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A. 73 51 
B. 16 5 
C. 0 0 
D. 1 2 
E. 8 11 
F. 41 15 
G. 1 3 
H. 4 2 
1. 9 13 
J. 0 0 
all sample 61 57 
Other sources of fundina not listed: current course. 
Categories Number of 
responses 
bursary 9 
financed by ex-partner 1 




part-time work 5 
pension from father's death 1 




Sources of funding: current course by aqe qroups 
Table Aims 10.7 
ito29 30to34 MOO 40to44 45to49 over5o 
31 29 25 87 2 
1 1 200 0 
0 1 220 0 
0 0 200 0 
4 4 352 1 
2 2 000 0 
4 5 12 22 1 
0 0 001 0 
11 8 11 42 0 
0 0 000 0 
34 32 28 10 7 2 
Analysis by age group (Table Apps 10.8) and by routes (Table App.. " lo ()) shows 
that the category of 'financed by parents' again presents uncerlainty in the same 
way as for finance prior to entry. There are more students who would be expected 
to be financed by parents in the sample as a whole than are represented 'in 
responses to this question. For example, there are 35 students who 11ollowed route 
A but only 19 Indicate parental support. A similar pattern emerges t'or i-otjte% B, u 
and J. 
There are a number of possible interpretations. First, that tile students aic if) 
receipt of a maximum grant and no parental contributions would be recorded by 
the students, though they may be receiving financial support from their parents 
Second the students may not regard parental contributions as an 'official' sourcc 
of funding to be recorded in their responses. Third tile students are not receiving 
support from their parents which, in the light of the other sources of I'Linding illev 




Table Apps 10.9 
Sources of fundinci: current course bv education routes 
Categories Education routes 
...... 
G ABCJE 
A. LEA statutory funding 30 27 18 56 :... 1 .. '.. 17 
B. LEA concessionary funding 7 5 3 3 3 1 
C. State Benefits 0 0 3 0 
D. finance from university 0 0 Z 0 *: *::: 1..:.. 1 0 
E. self-financed 6 2 1 0 16 3 
F. financed by parents 19 14 10 6 2 6 
G. financed by spouse/partner 1 0 1 0 7 0 
H. financed by other family 3 1 0 2 0 
members 
1. student loan 5 4 1 1 12 19 
J. sponsorship 0 0 0 0 0 0 0 
20 all sample 35 29 20 11 63'..... & 
The students state elsewhere in the questionnaire that their parents are supportive 
and it is not possible to draw conclusions fi-orn the findings but it raises the issue of 
the extent to which parents meet their contribution to student funding. 
Findings for gender (Table Apps 10.10) again show little variation. 
Table Apps 10.10 
Male 
A. LEA statutory funding 158 68 
B. LEA concessionary funding 22 3 
C. State Benefits 3 2 
D. finance from university 3 2 
E. self-financed 22 16 
F. financed by parents 44 16 
G. financed by spouse/partner 21 9 
H. financed by other family 4 3 
members 
1. student loan 32 26 
J. sponsorship 0 0 
all sample 73 
Difficulty in obtaining funding. 
The two questions in this section covered the difficulties students might have 
experienced in obtaining funding for their educational experiences prior to 
university and for their current course. It was anticipated that the sample would 
include students with different characteristics and expenences who would have 
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obtained tijnding from different sources and through different processes. The 
questions were therefore designed to explore the difficulties they might have 
encountered in obtaining funding and the support and help made available to them 
from central and local government agencies. A "Lickert Scale" was used in an 
attempt to embrace as wide a range of information as possible. Students were 
given 4 positive statements to which to respond on a6 point scale: ftom 'strongly 
agree' to 'strongly disagree' together with 'undecided' and 'do not know' The 
same 4 statements were used both for experiences in obtaining funding prior to 
entry to university and for funding for the students' current course. 'Fables Apps 
10.11 and 5.5: 12 summari se the findings for the whole sample. 
Table Apps 10.11 








agree undecided disagree strongly donot blanks total 
disagree know 
64 6 22 20 24 
17 7 30 30 56 
25 17 15 19 58 





Table Apps 10: 12 
agree undecided disagree strongly do not blanks total 
disagree know 
no difficulty in 92 88 6 18 16 8 23 251 
obtaining funding 
necessary to 8 14 11 32 33 45 108 251 
negotiate 
Gov't agencies 7 22 33 10 17 53 109 251 
helpful/supportive 
Local Authority 37 63 28 21 14 16 72 251 
helpful/supportive 
The tables show that despite the inclusion of two altcrnative responses, 
I undecided' and 'do not know' a number of students did not complete these items 
They might have felt that the questions were intrusive or too complex, thougli tills 
is not supported by the findings ftom the pilot studV. The large number of' non- 
responses to the second and third questions may be t he result ofa lack of student 
involvement with government agencies, some students may have dealt onlN, wall 
the local authority and have found little need for negotiation Uhis is supported hN, 
the large number of 'do not know' responses to these two items 
Analysis of difficulty in obtaining funding is dealt with first The responses flor 
funding prior to university and funding for the current course are presented ind 
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general pattern ýA the compared in Chart Apps 10 1 Thev %ho%% a %imilar i Al 
ma)ontN, of the students obtaining ftinding %vith no difficultv or little difficultv but 
with fiindin, L! for the current courw caoci than in the pa%t 




I Fk 0; IRX 
: 4c aC to reryt 
i 
2C MM MM 
Vf Ong str ongN 
mom misponse 
Fhe "-idence shows that prior to univer%iiN 92 11 1 10 o) %tudent%. --stiongh, agreed- 
with the statement and therefore had no difficulv, in obtaining funding while a 
further 64 ( ;, I*o) "agreed- suggesting that the% obtained fiinding with little 
difficult,, I hereforc a little over 700 o of' the %ample %-. crc able to obtain funding 
without anv major problems Ilowcvcr. 22 --tudents 19 9*0 -disagreed- and a 
further 2() '*-strongly" so suggesting that o%er 16*o of' the sample expenenced 
significant difficultie-, in obtaining funding "ith reflerence to funding flor their 
current course o,. er Aro of the sample ( Imm students -stronglv agree- or "agree" 
with the statement but again a smaller but significant minorm (24 students. 10 21' o) 
had difficuliv in obtaining funding t1or their current course and a further 0 students 
had some problems I aken as a whole sample thereflore the findings indicate that 
the majonty were able to obtain funding wtitmiut major problems but a small, 
though significant minonty, found it difficult to do u. ) AnaINsts bv gender ( Fables 
App 10 13, and 10 14 )produced the same general pattern as for the whole sample 
and found little difference between male and t'Cynale 
Tabig APD% 10,11 
"I expenencod no drfficulty in obtaining funding for my education" (pnor to 
strongly agree undecided disagree strongly do not blanks total 
agree disagree know 
female 57 47 4 14 15 18 25 178 
male 26 17 28 587 73 
Table 10.14 Gonda 
I experienced no difficulty in obtaining funding for my course. " 
strongly agree undecided disagree strongly do not blanks total 
agree disagree know 
female 61 63 4 12 12 7 19 178 
male 31 25 26 414 73 
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Analysis by age group (Table Apps 10.15,10.16) again repeats the pattern for the 
sample as a whole for both prior experience and funding for the current course. No 
age group has experienced significantly more difficulties than any other though 
there are students in all but the 45 to 49 age group who had experienced problems. 
TableApPsIOAS Aqeqroups 
I experienced no difficulty in obtaining funding for my education" (prior to 
university) 
Age strongly agree undecided disagree strongly do blanks total 
not 
Groups agree disagree know 
under20 28 21 283 11 8 81 
20 to 24 16 22 03565 57 
25 to 29 9733444 34 
30 to 34 15 702323 32 
35 to 39 8613316 28 
40 to 44 4001203 10 
45 to 49 30020027 
overSO 00000112 
Table Arms 10.16. Me qroups 
I experienced no difficulty in obtaining funding for my course. " 
Age strongly agree undecided disagree strongly do blanks total 
not 
Groups agree disagree know 
under20 28 26 4 12 245 81 
20 to 24 16 26 02526 57 
25 to 29 16 13 10211 34 
30 to 34 12 10 01414 32 
35to39 10 10 12104 28 
40 to 44 5101201 10 
45 to 49 41000027 
overSO I1000002 
The findings from analysis by education routes (Tables Apps 10.17,10.18) 
produce similar findings. All of the routes include a majority of students who had 
no problems together with a smaller number who had difficulties in obtaining 
funding. 
Table Apps 10.17 Education Routes 
I experienced no difficulty in obtaining funding for my education" (prior to 
university) 
Route strongly agree undecided disagree strongly do blanks total 
not 
agree disagree know 
A 13 805153 35 
B9 11 11241 29 
C8412122 20 
J4301003 11 
D 15 734624 41 






Table Ap ps 10.18 Education Routes 
I experienced no difficulty in obtaining funding for my course. " 
Route strongly agree und ecided disagree strongly do blanks total 
not 
agree disagree know 
A 9 10 272 1 4 35 
B 10 13 131 0 1 29 
C 10 5 120 2 0 20 
1 4 5 000 1 1 11 
D 16 11 223 0 7 41 
E 22 26 017 2 5 63 
F 6 5 012 0 1 15 
G 9 7 011 1 1 20 
H 5 4 010 0 1 11 
Necessary to negotiate to obtain funding. 
Negotiation for funding was included on the assumption that the extent to which 
students found it necessary to negotiate with agencies constituted one measure of 
the extent to which they found funding difficult to obtain. The findings 
corresponded with the those for the question on difficulty in obtaining funding. A 
small percentage of the sample, 22 students or 8.8% for both prior and current 
education courses, found it necessary to negotiate to obtain ffinding. 
Response of national and local government agencies. 
It was argued that student efforts to obtain funding would be made easier or more 
difficult by the response of national and local agencies. Questions were Included to 
take account of both of these for both prior and current study programmes. 
The findings for national agencies for the whole sample (Table Apss 10.19) for 
prior and current funding are closely comparable producing a correlation of 0.98. 
Non-responses and 'do not know' responses account for 67.3% and 64.5% of the 
sample for prior and current funding respectively suggesting that for the majority 
of students national funding agencies were not relevant or created no significant 
problems. For a small though significant number, 8% to 10%, obtaining funding 
presented some difficulty. 
Table APP 10.19 
"Government aqencies were heinful and sumortive of mv efforts to obtain 
.. _. _J; __.  
strongly agree undecided disagree strongly do blanks total 
not 
agree disagree know 
Prior 6 25 17 15 19 58 ill 251 
Current 7 22 10 17 53 log 251 
The findings for gender (Table App 10.20) show little difference between male and 
female (correlation's 0.96 and 0.94 for prior and current funding respectively). 
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Table Aim 10.20 
"Government aaencies were heloful and suvoortive of mv efforts to obtai 
fundinq. " 
Prior strongly agree undecided disagree strongly do blanks total 
not 
agree disagree know 
female 5 21 10 11 13 38 80 178 
male 14 74 6 20 31 73 
total 6 25 17 15 19 58 Ill 251 
Current strongly agree undecided disagre e strongly do blanks total 
not 
- 
agree disagree know 
iim aie 7 17 22 8 11 33 80 178 
male 05 11 2 6 20 29 73 
total 7 22 33 10 17 53 109 251 
Table AP PIO. 21 
"Government aqen cies we re helpful and supp ortive of m y efforts to obtain 
fundinci. 11 (Prior) 
Age strongly agree undecided di sagree strongly do blanks total 
not 
Groups agree disagree know 
under20 2 10 7 4 5 25 28 81 
20 to 24 1 5 2 3 5 15 26 57 
25 to 29 0 2 4 2 2 7 17 34 
30 to 34 1 3 3 1 2 6 16 32 
35 to 39 2 4 1 3 4 2 12 28 
40 to " 0 1 0 0 2 1 6 10 
45 to 49 0 0 0 2 0 0 5 7 
overSO 0 0 0 0 0 1 1 2 
total 6 25 17 15 20 57 Ill 251 
The results for age groups (Tables Apps 10.21,10.22) produce the same pattern as 
for the sample as a whole with a majority producing non responses and the 
experiences of minorities varying in the same way. 
Table APP 10.22 
"Government a qencies were helpful and supp ortive -of m y effo rts to ob tain fundinq. 1' (Current ) 
Age strongly agree undecided disagree strongly do blanks total 
not 
Groups agree disagree know 
under20 3 9 12 3 6 23 25 81 
20 to 24 1 393 4 11 26 57 
25 to 29 0 340 2 7 Is 34 
30 to 34 1 441 2 6 14 32 
35 to 39 2 242 2 3 13 28 
40 to 44 0 100 0 2 7 10 
45 to 49 0 001 1 0 5 7 
over5O 0 000 0 1 1 2 
total 7 22 33 10 17 53 109 251 
Findings for education routes (Tables App 10.23,10.24) repcat the samc pattcm 
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Table ADD 10.23 
"Government aaencies were heloful and suooortive of mv efforts to obtain 
Routes 
fundinq. " (Prior) 
strongly agree undecided disagree strongly do 
not 
agree disagree know 
blanks total 
A 2 3 3 1 2 13 11 35 
B 1 3 3 0 1 7 14 29 
C 0 3 1 1 3 5 7 20 
1 0 1 0 2 0 2 6 11 
D 0 3 6 3 3 4 22 41 
E 3 6 3 4 7 15 25 63 
F 0 2 0 0 1 5 7 15 
G 0 3 0 2 1 5 9 20 
H 0 1 1 2 1 0 6 11 
total 6 25 17 15 19 56 107 245 
Table Aim 10.24 
"Government aaencies were heloful and sumortive of mv efforts to obtain 
Routes 
fundinq. 1' (Prior) 
strongly agree undecided disagree strongly do 
not 
agree disagree know 
blanks total 
A 2 3 7 1 5 10 7 35 
B 1 2 3 1 0 6 16 29 
C 1 3 2 1 2 4 7 20 
1 0 1 0 0 0 6 4 11 
D 1 4 6 1 2 4 23 41 
E 2 5 8 2 6 13 27 63 
F 0 2 2 0 1 4 6 15 
G 0 2 3 2 1 3 9 20 
H I 1 1 2 0 1 5 11 
total 8 23 32 10 17 51 104 245 
Support from local authorities. 
Evidence considered earlier indicates that local authorities were a major source of 
funding for students particularly for their current course. Despite this 51.7% of the 
sample either did not respond to the question or "did not know" for prior funding 
and 3 5.1 % for their current course. Included among these respondents, therefore, 
there must be students who received funding from this source. These may include 
students whose application was dealt with by someone lse (for example parents) 
or who experienced no difficulties with their application and therefore ignored the 
question. The "nil" responses must be regarded as favourable to the local 
authorities on the assumption that student who experienced difficulties or negative 
attitudes would have taken the opportunity to say so. The reduction in "nil" 
responses from prior to current financing corresponds with the greater number of 
students who used local authorities as a source for their current course. Positive 
responses were received by over 28% of the sample for prior courses and almost 
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40% for current study programmes which, taken together with the interpretation 
of "nil" responses, uggests that local authorities were largely supportive. 
"Hard" to complete course without additional funding. 
The findings thus far relate to ease or difficulty in obtaining funding but offer no 
contribution to the question of whether the funding once obtained was sufficient to 
meet student needs. This was explored by asking students whether they would find 
it "hard" to complete their university studies without additional funding. The word 
"hard" was chosen to indicate significant difficulty with finance. 
The findings for the whole sample (Table App 10.25) show that almost 50% of the 
students were experiencing significant difficulty, 21% expected no difficulty and 
31% gave no response to the question. These findings suggest that a significant 
number of students are experiencing and anticipate considerable difficulties vvith 
finance 
Table Ang) 10.25 
"I shall find it hard to complete mv universitv course unless I can obtai 
additional funds". All sample 
Responses % 
Yes 120 47.8 
No 52 20.72 
blanks 79 31.48 
total 251 100 
The findings for gender (Table App 10.26)show a greater proportion of women 
than men experiencing difficulties but the difference is small. 
Table Agm 10.26 
"I shall find it hard to complete mv universitv course unless I can obtal 
additional funds. " 
Gender 
yes no blanks all yes 
sample % 
female 87 28 63 178 48.9 
male 33 24 16 73 45.2 
total 120 52 79 251 47.8 
Findings for education routes and age groups (Tables App 10.27,28) show that 
members of all groups are having problems with funding and also in cach group 
there are those who do not have significant difficulties. No single group emerges as 
experiencing significantly greater or lesser difficulty than any other. Results for the 
total of the "direct entry" groups, routes A, B, C and J comprising the younger 
age groups, show that 45.3% of the students experience significant difficulty with 
finance while the proportion for the other groups, routes D to 11 is 50.7%. This 
suggests that 'mature students' may have more difficulty than the younger age 
groups. Some support for Ws is found by comparing the groups aged undcr and 
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over 25. Of the former 44.2% experience difficulty while for the latter the 
proportion is 52.2%. Taking into account that the 20 to 24 group includes both 
independent students and thos6 who are dependent upon their parents for funding 
the result can only be taken as an indication. 
Table ADD 10.27 
"I shall find it hard to comDlete mv universitv course unle sI can obtain 
additional funds. " iducation Routes 
Route yes no blanks all sample 
A 12 3 20 35 
B 19 28 29 
c 11 09 20 
i I19 11 
sub-total 43 6 46 95 
D 27 77 41 
E 31 16 16 63 
F 591 15 
G 893 20 
H 515 11 
sub-total 76 42 32 150 
total 119 48 78 245 
Table ADD 10.28 
"I shall find it hard to comg)lete mv universitv course unless I can obtain 
additional funds. " 
Age yes no blanks all 
groups sample 
under20 36 4 41 81 
20 to 24 25 15 17 57 
25 to 29 16 12 6 34 
30 to 34 19 8 5 32 
35 to 39 13 7 8 28 
40 to 44 9 0 1 10 
45 to 49 1 6 0 7 
over5O 1 0 1 2 
total 120 52 79 251 
The indication of an age variation suggested that mature student with more 
responsibilities, particularly children, might have more problems with funding. 
This was explored (Table App 10.29). The findings show that students with 
children are more likely to have problems with funding than not, some 55% gave a 
eyes' response, but not to a significantly greater extent than students in other 
groups in the sample. 
Table Apo 10.29 
"I shall find it hard to complete my university course unless I can obtain 
additional funds. " 
Students with children. 
yes no blanks total 
43 18 17 78 
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It seemed logical that social class might be a factor in student finance and 
responses were therefore compared with the social class of fathers and student 
own social class.. 
Table Apo 10.30 
"I shall find it hard to complete mv universitv course unless I can obtain 
additional funds. " 
Fathers: Social class. 
Social yes no blanks total 
Class 
1 12 89 29 
if 28 17 23 68 
HIM 41 18 19 78 
IIINM 10 15 16 
IV 624 12 
V 101 2 
total 98 46 61 205 
For the social class of fathers (Table App 10.30) the results indicate that students 
in each group have difficulties with funding. There is evidence of a social class 
factor in that the proportion of students experiencing financial difficulties increases 
from 41% for fathers in social classes I and 11 to 52% in HIM and to 62% in 
IIINM. The sample is too small to draw conclusions on this issue but are valid in 
suggesting that financial Oficulties are not restricted to students from any 
particular social class group 
Findings for student social class (Table App 10.3 1) again show that all categories, 
apart from the 3 students in social class I, experience financial difficulties and 
numbers are too small to draw any further conclusions. 
Table Am 10.31 
"I shall find it hard to complete mv university-course unless I can obtal 
additional funds. " 
Student social class. 
Social yes no blanks total 
Class 
1 0 3 0 3 
11 19 10 10 39 
HIM 13 5 6 24 
IIINM 30 16 17 63 
IV 5 2 6 13 
v 0 0 0 0 
NC 5 7 0 12 
NR 48 9 40 97 
Need for part-time work. 
Two further factors related to student funding were considered: the extent to 
which students expected to need to do part-time work in order to top up, existing 
funding and how difficult they expected it to be to find such employment. The 
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extent to which students need to do part-time work is significant both in relation to 
their need for additional funding and also through its possible effects study time. 
Table App 10.32 
1 shall need to find oart-time work to "too uo existina fundina" 




















total 166 33 52 251 
Findings for the whole sample (Table App 10.32 ) show that some 66% of 
students felt that they would need part-time work to "top up" the funding available 
to them and that the proportion of both women and men is comparable, 66.2% and 
65.75% respectively. The pattern is similar to that found for difficulties with 
finance, but a larger proportion of students feel the need for part-time work which 
suggests that there are students who would benefit from more funding but do not 
expect to find it "hard" to cope without it. 
Table Apo 10.33 
N shall need to find vart4ime work to "too up existinq fundina" 
Age yes no blanks total 
Groups 
under20 57 2 22 81 
20-24 39 7 11 57 
25-29 21 94 34 
30-34 22 55 32 
35-39 15 58 28 
40-44 901 10 
45-49 2417 
overSO 1102 
total 16633 52 251 
Table ADD 10.34 
"I shall n ed to find Dart-time work to "too uD existina fundinq" 
Routes yes no blanks total 
A 24 0 11 35 
B 19 28 29 
C 14 0 6 20 
1 90 2 11 
D 27 4 10 41 
E 44 12 7 63 
F 87 0 15 
G 13 3 4 20 
H 61 4 11 
total 164 29 52 245 
The pattern for age and education route (Tables App 10.33,10.34) is again siniflar 
to that for difficulties with funding. Some of the students in all of the groups 
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recognised aneed for additional funding while a smaller group in each case stated 
that they will definitely not need to find part-time work. 
The results for difficulty in finding part-time work(Table App 10.35) show that a 
large proportion of students expected that this would prove difficult. Some of 
those who replied "no" were known to be involved in part-time work at the time of 
completing the questionnaire. 
Table Am 10.35 
"I expect to find difficultv in findinc] part-time work. " 
yes no blanks total 
124 37 90 251 
Summary of finances section. 
The sample is too small to provide reliable analytical conclusions or to indicate 
definite trends but valid broad indications can be drawn. 
Students produce "packages" of funding from various sources dependent upon 
individual circumstances. Funding from "public sources' in particular the local 
authorities is significant though university students have clearly been removed from 
the benefit system. Families, particularly parents and spouses are significant. 
A proportion of the students have no difficulty in obtaining finance, a larger group 
are able to find it, but a significant minority, some 8% to 10% of the sample, 
experience considerable difficulty. It is not possible from this study to determine 
the characteristics of this group. Though there is some indication of an age 
variation and some indication that women find it more difficult than men to obtain 
funding, there is insufficient evidence to draw any conclusions. It may be that the 
funding procedures currently in place discriminate against a particular category of 
people not found in this study because of the size of the sample or because the 
characteristics may not have been included. It may be that there is no pattern but 
that funding varies dependent upon the financial circumstances of particular 
individuals at a particular point in time. 
The evidence suggests that funding was more difficult to obtain prior to entry to 
university than for the current course. This suggests that procedures for obtaining 
funding for continuing education are inefficient or that funding is inadequate. it 
also impfies that some students may find it necessary to 'shop around' and 
negotiate in order to obtain funding. There is sufficient evidence to suggest that 
finance continues to be a barrier in access to post-school education, an element 
which might discourage or preclude access for some students. The lack of 
representation of social classes IV an V in the sample supports this. 
it can be generalised from the results that, of this sample, a significant number, 
about half, will have difficulties with funding sufficient for them to find it "hard" to 
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complete their course on the income currently available to them. An additional 
group can cope on the funding available to them but would like part-time work to 
increase their income. A smaller number, some 30%, anticipate no difficulty with 
funding and do not expect to need to increase their income by part-time work. This 
evidence that 50% of the sample experience significant financial difficulty, is a 
source of concern. It implies not only financial hardship, sometimes for families, 
but also an effect on the time available to students to study and the negative effect 
on study capability which might result from financial worries. It might result in 
failure or in students obtaining a degree which does not reflect their ability. The 
problem will be exaggerated by the difficulty in obtaining work and the time spent 
in seeking it. 
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Appendix 11. Choice of institution. 
Student selection of a particular higher education institution was explored in an 
item on the questionnaire and with the schools focus groups. The aim was to 
explore the extent to which attraction to a favoured institution influenced entry to 
higher education. 
In relation to the process of deciding to enter higher education students in the 
questionnaire sample were asked why they decided to choose to attend this 
university (Appendix 2. p. 4 Questionnaire Section 4. Question 3). The question 
was divided in to two parts. Students were asked first, whether the university was 
their first choice, they were then offered a variety of alternative reasons for 
attending this university, together with the option of selecting none of those 
offered and of stating other reasons not included in the list. 
In total 107 (42.63%) students had made this university their first choice of higher 
education institution (Table App 11.1). Comparison of choice by gender shows 
more males than females making this choice but in each case over 40% of the 
sample did so. 
Table Apo 11.1 This university as first choice: Gender. 
first choice sample total percent 
female 73 178 41.01 
male 34 73 46.57 
total 107 251 42.63 
Analysis by course (Table App 11.2) shows some variation: the B Ed Secondary 
students are more likely than either of the other two to have made their course 
their first choice. This finding may, at least in part, result from the more specialist 
nature of the course which is offered in a limited number of institutions. 
Table APP 11.2 This universitv as first choice: Course. 
Course first choice sample total percent 
B Ed Primary 35 92 38.43 
MODDS 22 70 31.42 
B Ed Secondary 50 89 56.17 
total 107 251 42.63 
Evidence to suggests that the older the student the more likely they were to have 
made this university their first choice (Table App 11.3). 
Table Apo 11.3 This universit y as first choice-. A ge groups 
Age groups first choice sample total percent 
under20 27 81 33.3 
20 to 24 24 57 42.1 
25 to 29 15 34 44.1 
30 to 34 12 32 37.5 
35 to 39 19 28 67.8 
40 to 44 3 10 30 
45 to 49 5 7 71.4 
over5O 2 2 100 
total 170 251 42.63 
Appendix II 
The small numbers of students in the older groups makes comparison problematic 
but the suggestion of this trend is enhanced when the under 20 age group is 
compared with the total of those over 20. The percentage for the former is 33.3% 
while for the latter it is 47.05%. 
Some support for this finding is provided by analysis by routes in to higher 
education (Table App 11.4). All of the routes show first choice selection by 
students at over 30% but, in general, those which are known to include a greater 
number of older students, D, E, F, G and H, include a higher percentage. 
Table Apo 11.4 This universitv as first choice: Routes in to hiaher education. 
Education route first choice sample total per cent 
A 11 35 31.4 
B 9 29 31.03 
C 7 20 35 
1 5 11 45.5 
D 15 41 36.6 
E 30 63 47.6 
F 9 15 60 
G 12 20 60 
H 7 11 63.6 
sub-total 105 245 42.9 
* exclude 2 6 
total 107 251 42.63 
Exploration of why the students chose this university included items from earlier 
questions on advice and guidance; recommendations from staff in educational 
institutions, schools and colleges, and from guidance centres. Items on university 
and course attributes and facilities were added The significance of accommodation 
and the geographical location of the university relative to the students' home were 
also included as influences on decision-making. Finally the informal effect of a 
recommendation from a former student was added. Findings for the whole sample 
are presented in descending order in Table App 11.5 and Chart App 11.1 
Table 5.4: 24 Whv t is universitv? All sarnDle. ResDonses in descendinci orde 
A the university is easily accessible from my home 157 
B I was impressed by the facilities in my subject area 70 
C I was attracted by the flexibility of the course structures 62 
D I was impressed by the university facilities 42 
E a recommendation from a former student 40 
F I was impressed by the publicity materials 26 
G a recommendation from a college lecturer 24 
H staff at the advice shop were helpful and encouraging 17 
1 accommodation was available to stay with relatives 14 
J a recommendation from staff at school 13 
K none of these 10 
L a recommendation from a careers officer 9 
M a recommendation from staff at a guidance centre 4 
N I was able to obtain child care facilities 3 
0 accommodation was available to stay with friends 2 
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Chart APP 11.1 












Alternatives offered 0 Seriesi 
Ease of accessibility from home was a major factor influencing student choice Of 
the whole sample 157 students (62.5%) gave this as a reason for choosing this 
university, over twice as many as the next largest response. Responses numbering 
more than 40, the next largest group, relate to attributes of the university Course 
facilities and the flexibility of the modular course structures were both signiticant 
and more significant than university facilities in general suggesting that students 
were more interested in the course they wished to follow than the university as a 
whole. University publicity was less important. A recommendation from a former 
student was more significant than from any of the professionals listed OnIN' 
students included child care facilities which was unexpected given the number of 
students known to have young children and that child care facilities were available 
in the university. 
Alternatives offered. first 
choice 
other total 
university easily accessible from my home A 86 71 157 
1 was impressed by the facilities in my subject area B 40 30 70 
1 was attracted by the flexibility course structures C 21 41 62 
1 was impressed by the university facilities D 24 18 42 
a recommendation from a former student E 20 20 40 
1 was impressed by the publicity materials F 15 11 26 
a recommendation from a college lecturer G 9 15 24 
staff at the advice shop were helpful/ encouraging H 12 5 17 
accommodation available to stay with relatives 1 8 6 14 
a recommendation from staff at school J 9 4 13 
none of these K 1 9 10 
a recommendation from a careers officer L 4 5 9 
a recommendation from staff at a guidance centre M 2 2 4 
1 was able to obtain child care facilities N 1 2 3 
accommodation available to stay with friends 0 1 1 2 
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Comparison of the alternatives offered for students who applied to the university 
as their first choice and those who did not shows very little difference between the 
two groups (Table App Chart App 11.2). Responses produce a correlation of 0.93. 
The most notable variation is that almost twice as many of those who did not 
select the university as their first choice were impressed by the flexibility of the 
course structures. The finding suggests that the question is exploring aspects of 
why students chose an institution rather than how they arrived at their first choice. 
Chart 5.4: 3. 















Analysis by gender (Table App 11.7 ) finds the same general pattern as for the 
sample as a whole. Responses correlate at 0.93. However 51 women as opposed 
to only II men were attracted by the flexibility of course structures suggesting that 
this approach appeals to women many of whom were known to have family 
commitments. 
Alternatives offered. female male 
the university is easily accessible from my home 118 39 
1 was impressed by the facilities in my subject area 45 25 
1 was attracted by the flexibility of the course 51 11 
structures 
I was impressed by the university facilities 27 15 
a recommendation from a former student 30 10 
I was impressed by the publicity materials 15 11 
a recommendation from a college lecturer 15 9 
staff at the advice shop were helpful and 14 3 
encouraging 
accommodation was available to stay with relatives 10 4 
a recommendation from staff at school 9 4 
none of these 7 3 
a recommendation from a careers officer 6 3 
a recommendation from staff at a guidance centre 4, 0 
1 was able to obtain child care facilities 3 0 





Analysis of student responses to factors not listed in the question (Table App 11.8 
p. 9) shows that most reiterate or enhance question items, for example, 
geographical location and course related factors. 
Focus groups: choice of HE institution 
This section sought to explore the factors which students took into account when 
selecting institutions for application and the process involved in making an 
application. With reference to the former a combination of factors emerged from 
the interviews: 
" the perceived quality of the institution, the university "league table'. 
" the geographical location of the institution 
" the distance of the institution from the student's home 
" the course which the student wished to follow 
The reputation of institutions of higher education. 
The students were not directly asked whether one institution of higher education 
was better than another but the question arose in three of the groups and was 
pursued. The students considered that there were disparities between institutions 
and courses but were uncertain of the basis for these. Though one student cited 
their careers teacher, sources of this information were largely unspecified seeming 
to emanate from general opinion or 'the grapevine'. They were aware that 
polytechnics had now become universities and that there was some difference in 
qualitative terms between Oxford and Cambridge, the traditional 'red brick' 
universities and the polytechnics but there was disagreement among the students 
on the relative merits of the institutions involved. The students as a whole, all three 
groups who discussed the issue, were uncertain about what was meant by the term 
'red brick' and 'Oxbridge', Glasgow and Manchester were proffered as examples 
of the latter. Students also cited universities in 'the north' and in 'cities' as 'the 
best' and where they named universities these were mainly 'traditional', 'red brick' 
and they ignored the 'new' universities developed uring the 1960s as a category. 
The students in Interview I accepted the 'league table' with Oxbridge at the apex 
and the polytechnics as inferior but groups 2 and 4 were less willing to recognise 
this. Oxbridge was seen to have the best reputation but was criticised for 
'snobbishness', for being 'picky', for offering a narrow range of mainly 
'traditional' courses and for accepting candidates more on the basis of entrance 
tests than exammation results. Criticisms from group 2 were partly based on visits 
to Oxford and their fairly lengthy discussion was largely derogatory. Student 
knowledge of the higher education system as a whole seemed to be uncertain and 
based on hearsay, general impression and the personal experiences and viewpoints 




Geographical ocation took two forms; distance away from the student's home and 
an area of the country which was perceived to be attractive. With reference to the 
former students fell into 3 groups (Table App 11.8), those who wanted to stay 
near to home, 'local' , those who wanted to go away 
but not too far, and those 
who wanted to go 'far, far way'. The 'near to home' group cited financial 
considerations and the familiarity of the environment as major considerations 
though course availability was also a factor. The second group wanted the 
perceived benefits of being away from home, as cited by the third group, but with 
the availability of support from home within relatively easy reach. The third group 
recognised their need to 'grow up', and saw freedom from home, independence 
and learning to survive as essential elements of the higher education experience. 
Table Avp 11.8 
Distance from home. 
Near advantaaes/ Far 
disadvantages 
Wanted to stay local Stories of people going 
away then homesick, 
coming home 
I wanted to stay close to Money is easier at home 
home as well Comforts of home 
You know the area 
Parental support 
Glasgow too far away 
I have chosen the ones 
that are nearest home. 
DidnI want to go far 
away, an hours journey 
from home 
Not too far, not too close 
Easier to get home if you 
need something 
I want to go far away, 
Cardiff or somewhere like 
that 
I want to go far, far away 
advantages/ 
disadvantages 
Grow up more 
Get more freedom 
Learn to survive 
It's experience 
Feel smothered at 
home, never going to 
get independence 
Get away from your 
parents (laughter) 
Independence 
I think you need to grow 
up 
Near to, or away from home; advantages and disadvantages. 
Interviewer. "What are the advantages of staying close to home then? " 
"Money. "
"Money. The comforts of home. " 
66MY "I've got everything on a plate at home. I come in, there's my tea. " mum 
makes MY bed. "
"You know the area. " 
"Parental support. " 
Interviewer. 'TVIat are the advantages of going away then. " 
"You grow up more and you get more freedom and ...... "You learn to survive. " 
"It's experience. " 




"I think you need to grow up. " 
"Get away from your parents. " 
'Vell, you go, you're away from home, you can do whatever you want. There's no 
one checking up on you. 'Why did you come in at 4 o'clock? ' 'Because I did'. You 
don't get any of that. " 
Areas of the country. 
The geographical location of institutions was also a factor in decision making. 
Some areas of the country were perceived to be more attractive than others, for 
example, the north was considered to have the better universities and to be cheaper 
and possessing of a 'nicer atmosphere' than the south. One student commenced his 
strategy for deciding where to apply by selecting areas of the country which he 
considered to be more attractive. 
Interviewer. "You have all decided where you want to go. HoNv did you decide 
which university you wanted to go to? How did you come to that decision? "
"First of all I decided which area I would like to go to in the country. Then I looked 
at a the universities in that area, read the prospectus thoroughly, found out as 
much as I could". 
Interviewer. "You looked at areas of the country? Did anyone else do that? " 
A number of responses. Yes. 
Interviewer. "AUch are the attractive areas of the country then? " 
"Tbe cities, London, Sheffield. " 
"North East or North West. " 
"Yes. 
Interviewer. 'Vhy north? " 
"It's cheaper. " 
"Yes it's cheaper and, I don't know, the atmosphere is just niccr in the North. " 
Facilities and social life were also considered but these seem to have been of lesser 
significance than subject/course of study, geographical location and the reputation 
of the institution. 
Limitations on choice. 
A number of students found that their choice of university was limited by the 
course of study they wanted to follow. 
Interviewer. "What about you because yours is fairly spccialised isn't it, not many 
universities do they? "(ophthalmics) 
"Mere's only 61 can choose from. " 
"There weren't many that did the course I wanted (cn&ccring and communication) 
to do, so I struggled to find some. So there's not much choice in universities. " 
"Yes, there's only 16 that do hotel management. " 
"Erm .... I was a 
bit surprised, it didn't seem very common (media studies). Tlicrc 






The results, from both the questionnaire and focus group samples suggest that 
choice of course in higher education rather than a specified institution was more 
important to students. The geographical location of institutions was also significant 
though for different reasons. Many of the younger students in the focus group 
sample linked distance from home with their view of higher education as a total 
experience (Chapter 13) offering the opportunity to learn to become independent 
and 'grow up'. Older students were more likely to seek entry to a 'local' 
institution so as to disrupt other aspects of their fives as little as possible. It seems 
probable therefore that choice of course among older students will be influenced 
by the availability in 'local' institutions. Finance was also found to be relevant. 
There is some evidence that both older and younger students are influenced in their 
choice of institution, and therefore course, by the reduced financial demands of 
living at home. There is therefore evidence of disparity in options between 
categories of student in choice of institution. Overall, however, the results suggest 
that entry to higher education is the primary consideration among students and 
choice of institution a secondary factor. 
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Table App 11.8. Why this universit y? Factors not listed In the question. 
First choice Not first choice 
Course related Course mlated 
course covers working with special needs 1 offered place at short notice 
only 6 such courses in the county I course required was available 
shortened 2 year course I few universities offered desired course 
I of only 2 universities where Spanish 
offered on B Ed 
university reputation in IT 
offered desired course 
two year course 
few exams 
financial incentives 
Geo-araphical locadon Goo-araphical locadon 
able to keep part-time job I wanted to stay at home 
appropriate course available locally I most local offering course 
can live at home 1 couldn't afford to go away from horne 
close to home 1 nearest degree course to home 
local 
local to home 
Telford facility 
person 
age meant had to apply for shortage I 
subject 
only offer 6 
offer through clearing 14 
no other choice 4 
persona 
second choice 
did not get grades for first choice 
second choice messed up on social work 
was led by God 
have children, most cwmient 
just made redundant 
girffriend came to same university 
children's needs 
changed mind on what I wanted to do 
changed mind on course 
univers 
good atmosphere 
this university had vacancies, others ddrf t 
offered unconditional entry 




Discrimination in employment. 
This question was included to explore the effects of discrimination in employment 
upon the student decisions to return to enter higher education. The response rate 
was low. 
Of 158 students in the sample who offered an occupation the majority had not 
experienced discrimination. A further group did not respond to the question 
leaving 33 (20.88%) students who had experienced covert and 44(27.25%) overt 
discrimination (Table App 12.1). Some of these had experienced both overt and 
covert discrimination, and some on the basis of more than one of the grounds 
listed. 
Table App 12.1 Experience of discrimination at work: all sample. 
overt covert 
no experience 89 76 
no response 36 38 
sub-total 125 114 
whole sample (students who had experience of full- 158 158 
time employment) 
experience of discrimination 33 44 
(20.88%) (27.85%) 
Women experienced discrimination, both overt and covert, on the grounds of 
gender to a significantly greater extent than men. (Table App 12.2). Over 2(yyo of 
the women on the sample had experienced discrimination either overt or covert 
compared with less than 4% of men. 
Table Aw) 12.2 Discrimination at work on-the-uround 
overt % covert % both % total 
sample 
male 22 22.44 25 25.51 16 16.23 98 
female 2 3.33 4.08 423.33 60 
Age (Table App 12.3) was less significant as a discriminatory factor but was still 0 
experienced by up to 11% of the sample. There was little difference in terms of aSc 
and gender. 
Table Am) 12.3 Discrimination at work on the around 
overt % covert % both % total 
sample 
male 9 9.18 10 10.20 6 6.12 98 
female 7 11.66 9 15 7 11.66 60 
The sample contained 7 students who were 'non-white'. Of thcsc half had 
experienced overt, and 4 covert discrimination (Table App 12.4) 
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Table App 12.4 Discrimination at work on the grounds of race. 
overt covert 
Asian 




total 66 whole sample(non-white) 7 
Results indicate that discrimination on the grounds of gender and age (Table App 
12.5 annd 6) occurs across social classes. The variation between social classes 
mirrors the numbers found in the sample as a whole, for example, social class 
IINM includes the largest group of women in the sample and is the largest group 
shown to have experienced discrimination. 
Table Aw) 12.5 Exoerience of discrimination in emDlovment. Social class: Gender. 
Table App 12.6 Experience of discrimination in employment. Social Class: Aqe: 
Gender. 
social overt covert both 
class female male female male female male 
I 1 1 1 1 1 1 
11 2 3 3 3 1 3 
HIM 1 1 0 1 0 1 
IIINM 4 3 2 1 
IV 1 0 1 0 1 0 
V 0 0 0 0 0 0 
HSWF 0 0 0 0 0 0 
NC 1 0 0 0 1 1 
NR 0 1 1 1 0 0 
total 9 7 10 9 6 7 
None- responses suggest an element of ambivalence in the response of the sample. 
This is to be expected from a group many of whom had not experienced full-time 
employment and were largely white and young. 
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The sample is too small for general conclusions to be draw with confidence. The 
findings show that women in this group had experienced discrimination while 
variations across the age groups suggest hat it is not reducing. It is notable that 
the same student from Social Class I who had experienced discrimination on the 
grounds of both age and gender was a young woman, '20 to 24' age group, who 
was a graduate production engineer, following the Secondary B Ed course. The 
extent to which her decision to enter teaching, rather than pursue the 'non- 
traditional' female occupation for which she had qualified, was influenced by the 
discrimination she experienced is a matter for speculation. The addition of a 
question oft the effect of discrimination on the decision of students to enter higher 
education might have added value to the results. 
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Appendix 13: Accommodation. 
Questionnaire Section 6 included two questions which were intended to Pther 
information on the kind of accommodation in which students were living during 
attendance at university, with whom they shared this accommodation and whether 
they were separated from their families dunng term time. The aim was to explore 
differences in accommodation between the 'traditional' and 'new' student groups 
As a result of flaws in the format the first questions in this section drew an 
unsatisfactory response. It is possible to draw some general indications but detailed 
conclusions are not available from the data. General findings for the whole sample 
(Table App 13.1) show that students were most likelv to be accommodated either 
on the university campus or with their families- their parents or their spouse/ 
partner. A small number lived alone or shared accommodation, off campus, with 
other students. 
Table App 13.1 Accommodation during attendance at university. 
Type of accommodation responses 
in university campus accommodation 52 
in owner occupied accommodation 35 
with my parents and immediate family 73 
with my spouse/partner 43 
with my spouse, partner and children 32 
with my children 19 
with my extended family 1 
alone in lodgings 4 
alone in flat or similar 5 
in accommodation shared with other students 5 
in accommodation separate from my family during term 61 
time 
Table App 13.2. accommodation type: aqe groups. 
Accommodation type Age groups 
under 20-24 26-29 30-34 35-39 40-44 45-49 over 
20 50 
university campus 31 15 4 1 0 0 
in rented 5 12 7 10 1 0 0 0 
owner occupied 2 4 6 7 13 3 1 1 
with parents/family 41 24 3 4 1 0 0 0 
with spouse/partner 0 6 6 9 13 3 4 1 
spouse/partner/children 0 1 4 7 12 3 3 2 
with children 0 0 8 4 4 3 0 0 
extended family 0 0 0 0 1 0 0 0 
alone/lodgings 0 1 3 0 0 0 0 0 
alone/flat 0 1 2 2 0 0 0 0 
shared with other 2 0 0 1 0 0 0 0 
students 
81 64 43 45 45 12 9 4 
all sample 81 57 34 . - 32 28 10 7 2 
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Changes in type of accommodation varied in accordance with age groups (Table 
App 13.2). Younger students, under the age of 30, were more likely to be living 
with their parents and family while older students lived with their spouse/partner 
and children. This pattern is also reflected in education routes(Table App 13.3). 
Students who followed routes A, B, C and J were living on campus or with their 
parents, or sharing with other students. Those who followed routes D, E, F or H 
were more likely to be living with their spouse/ partner and children. 
Accommodation type A B C J E G H total 
university campus 15 9 4.: 4 6 ::::: 1: 7 1 52 
in rented 3 3 1 1 11 2 3 0 32 
owner occupied 3 0 Q 0 :7 14 1$ 2 33 
with parents/ family 13 17 1.2. 5 3 1 4 
7'1 
spouse partner 0 0 0 13 39 
spouse/partner/children 0 0. 0 ý4. 2 '.. "". 6 31 
with children 0 0 0 4 M 0 19 
with extended family 0 0 0 0 0 ,::: '- 0 -0 
1 
alone/ lodgings 0 0 0 2 
. ..... 
0 ::....: .... 
4 
alone/flat 0 0 0. 0 5 
shared with other students 1 0 1 1 1 r""..,.. ".., "'  '*  'Q-. '... '.. 
total 35 29 2,0, 11 W 84 : *, 'J--'ýV. ýý 24 , 
'. 294 
all sample 35 29 2.0,11 63 . -. -. 
1. 
-. - 
20 11 245 
The question on separation from the family during university attendance was 
included to provide support for the question on distance from home in student 
choice of university (Section 4, question 3) and also to explore whether 'mature' 
students were leaving their families to attend courses. Results (Table App 13.4) 
again indicate a variation in accordance with age. Students under the age of 30 
were more likely to be separated from their families. Of the 61 students in the 
sample who responded to the question only 6 were married of living with a partner 
and only 1( a man, aged between 45 and 49, living on campus) had children. 
Table Ang) 13.4 Seoarated from immediate familv durina universitv attendance 
Age groups Responses 
under20 26 
20 to 24 21 
25 to 29 9 
30 to 34 4 
35 to 39 0 
40 to 44 0 
45 to 49 1 
overSO 0 
The findings show that only 62 (24 %) of the sample were living in 
accommodation usually associated with the 'traditional' student (on campus, in a 
flat or lodgings or in accommodation shared with other students). The majority of 
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the sample were living with their parents or their families; they were 'day' rather 
than 'residential' students. 
The question fonnat precludes any more detailed findings. The format presented 
respondents with too many alternatives so that the aim of obtaining more detailed 
information on where students where living and with whom was lost. The 
information should have been requested in the form of two different questions so 
that cross referencing would have been possible. 
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Access students. "Thumbnail biographies. " 
Some Access students offered sufficient information in their contributions to make 
it possible to produce 'thumbnail biographies'. These serves to further enhance the 
diversity of experience found among the sample. 
Student A2. 
A white woman estimated to be in her 40s. She 'passed the II plus and went to 
CjTammar school where she was very unhappy. She lost contact with her fortner 
fhends and, she felt, was unable to make new ones as a result of her working class 
background. She felt that there was pressure from the school to succeed 
academically but a lack of support from home. Her response to this situation was 
rebellious and she became "anti everything7. It is unclear whether she stayed on 
into the sixth form but it seems unlikely that she achieved A-level success. 
She married had children and became involved in business activities which do not 
seem to have been successful. She divorced and retained custody of her children. 
Prior to entering the Access'course she had been living on state benefits 
supplemented by the "black economy": unofficial childminding and generally 
"being there" to help people out. She had experienced financial difficulties during 
the course and admitted to living "close to the bone" and had difficulty justifying 
the necessary financial outlay on travel, meals and books. 
She presented as combative and was more critical than other students: she was the 
only student to be critical of college teaching staff, of siting the course in an 
annexe, of a lack of communication among Access students and of -academia" for 
encouraging a narrow view of life and over-specialisation. She seemed strongly 
committed to success on the course (her children and relationships had been 
consigned to the "back boilee' and she admitted finding the work "addictive') and 
to higher education which she saw as a "way back" form past trauma. She hoped 
to be able to work abroad after completing her degree studies but her view of the 
future was less than optimistic: she would not believe that she was in university 
until she was "sitting in" her "first class", she feared graduate unemployment and 
recognised that after completing a degree course she might be "the same as I am 
now", that is, in the same situation. 
Student B2. 
White, female estimated to be in her 40s at the time of the interview. An only child 
she had entered nursing without A-levels afler leaving school mainly to please her 
parents who saw nursing as a "nice job for their little girl". Though she enjoyed the 
work, which she found to be distinctly unglamorous, it was not what she wanted to 
do and she lefl it when she married. She felt that she should have stayed on at 
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school and gone to university. She married and had children (one son was in 
university at the time of the interview), but she felt that her life was then controlled 
by the demands of her husband and family. She had come to live in 
Wolverhampton, for example, not because she wanted to but in response to her 
husband's work. She had decided to take an Access course for herself, "for mei", in 
an attempt to feel that she had a degree of control over her own life. She saw 
university as offering the "permission" to read and to study which had been denied 
to her in the past. She was uncertain about a future career apart from "using my 
degree" to work "helping people". 
Student AS. 
A black woman estimated to be in her twenties at the time of interview. She 
succeeded in obtaining a place in a selective school but chose not to accept it 
preferring to stay with her "friends" and move to a local comprehensive. Her 
parents particularly her father were anxious for her to succeed in education but 
lacked the knowledge to provide the support she needed. Staying on at school and 
going to university was not considered an option at school and she left and went to 
work. At some stage she worked as a shop assistant. She later became a single 
parent. Her parents supported her decision to take the Access -course and were 
delighted with her success. She always felt that universitywas -notTor people like 
herself, expected that she would "stick out like a sore thumb" when she 
commenced her degree studies but felt that if "they" could do it so could she. She 
hoped to find a job related to social work but not the "kind of social worker that 
knocked on people's doors". 
Student C4. 
White woman estimated to be in her 40s at the time of interview. She had wanted 
to stay on into the sixth form at statutory school leaving age but was prevented 
from doing so by her parents because she was female. Her brother had been 
allowed to stay on. She left school and went into employment in which she had 
some success, working as a personal assistant before leaving to raise a family. Her 
mother's negative attitude towards education had continued: she believed that her 
daughter should be at work assisting her husband by contributing to the family 
income rather than "playing" at the Access course. The student hoped to use the 
experience she had gained in commerce by working as a careers officer. 
Student Cl. 
White woman estimated to be in her 30s at the time of the interview. She did not 
stay on at school but felt that at the time she had the ability to succeed. The 
attractions of her social life, "boys" and "staying out late" distracted her from 
educational concerns. She left school and later married and had three children. She 
started to take evening classes to find an outlet which provided something in that 
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was not connected with her husband and family. She was successful at GCSE level 
and was intending to take A-levels when the tutor in the FE college suggested that 
an Access course might be more appropriate "at her age'. The course had 
produced changes in her attitudes by encouraging interests outside the mundane 
activities associated with running a home. Her husband had taken more family 
responsibilities as opposed to his former expectation of relaxation outside work. 
She was still unsure about the kind of work she wanted to do after university. She 
was doing part-time work at the time of interview and had dons so throughout her 
course. 
Student D5. 
A woman estimated to be in her thirties at the time of interview. She had never felt 
that she was "very clever" at school and had left to take vocational training in 
catering. She had worked in the hotel and catering industry in a variety of jobs 
prior to marriage and a family. Her husband had recently taken aB Ed course to 
supplement his Cert Ed and was very supportive of her decision to take an Access 
course. She felt that she was now capable of studying to degree level but was 
uncertain about what career she wanted to pursue. Initially she had wanted to 
teach but was now less certain given the range of opportunities available. She 
thought hat she would probably take a degree course and keep her options open. 
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